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Recent studies have found a relationship between various teacher
characteristics and student learning, and suggest that teacher prejudice
is a significant variable affecting learning. However, there is a
paucity of empirical data on the effects of teachers’ intergroup attitudes
on the socio-emotional learning environment and achievement of students.
Even fewer studies have addressed the intragroup attitudes of minority
group teachers and their effects on minority group students. This
omission becomes serious in view of psychological and sociological
theories of the effects of discrimination on minority group members
.
These theories support the proposition that discrimination often causes
minority group members to suffer some deterioration of personality,
resulting in self-hatred and own group-hatred. This study was undertaken
to explore minority group teachers’ intragroup attitudes and the learning
environment and achievement of minority group students.
The intragroup attitudes of twenty—six Black, female, elementary
and junior high teachers in the Model Neighborhood schools of the Dis-
trict of Columbia were measured using the Steckler Anti-Black Scale.
V
On the basis of their scores falling below the 33%ile and above the
67%ile, twelve teachers were assigned to Low-Racist and High-Racist
groupings ) respectively. To determine whether there was a difference
in the academic achievement and perceived learning environment of Black
students trained under conditions of varying magnitude and duration of
racism, 290 Black fourth-seventh grade students were administered pre-
post Prescriptive Reading Tests and the My Class Inventory—a measure of
socio-eraotional classroom climate. Achievement gain scores and students’
perception of five dimensions of classroom climage were analyzed using
t tests of significance and 2X2 mixed model analysis of variance de-
signs .
A secondary aim of the study was to explore the personality con-
figurations of those teachers categorized as High-Racist and Low-Racist.
Using mean scores obtained on twenty-seven measures of personality
characteristics, a profile of High— and Low-Racist teachers was con-
structed.
The study’s major findings revealed significant differences
sufficient to reject three of the five null hypotheses. The results
demonstrated that achievement ga.in is related to the magnitude and
duration of racism. Students achieved differentially under conditions
of varying magnitude and duration of racism with the greatest
achieve-
ment gains being associated with Low-Racism and periods of long
exposure.
Significant differences in students’ perception of classroom
climates
relative to High- and Low-Racist conditions did not emerge.
However,
Vi
students’ perception of classroom climate and the degree of racism
present in the learning environment are related to achievement gain.
The greatest achievement gain was observed under conditions of Low-
Racism and high friction, high competition, high difficulty, and low
cohesiveness
.
Analysis of the personality correlates of High- and Low-Racist
teachers revealed the following profiles: (1) High-Racist teachers
manifested strong negative intragroup attitudes which suggest a pro-
clivity toward identif ication-with-the-aggressor
,
but not to the extent
of Idealization. Evidence of authoritarian tendencies were observed,
accompanied by undesireable attitudes regarding teacher-student relations,
such as authoritarian discipline, puritanical outlook, and affective
distance. (2) Low-Racist teachers rejected the negative stereocypes of
Blacks, and did not manifest prejudice toward other ethnic groups,
although there was a tendency to be critical of white people. Evidence
of harmonious relations with students was present as reflected in laissez
faire attitudes toward students and discipline, and a propensity toward
affective closeness in interpersonal relations.
The findings supported the theoretical assumptions regarding
the effects of racial discrimination on minority group members. Black
teachers who manifest strong negative intragroup attitudes tend to have
detrimental effects on Black student achievement.
vil
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CHAPTER I
INTRODUCTION
The Kerner Report of the National Advisory Commission on Civil
Disorders and other studies have confirmed the reality that American
education is infected with the pervasive social disease of racism.
Since education has traditionally reflected the values and beliefs of
the larger society, it comes as no surprise that the educational system
has also served to reinforce and perpetuate a racist ideology, breeding
ignorance, superstitution, irrational fears, and hatreds. Although
major steps have been taken throughout the decades to rectify this
tradegy, including Brown v. The Board of Education, the 1954 Supreme
Court Decision, the Civil Rights Act of 1964, and the twenty recommen-
dations of the Martha's Vineyard Conference, the basic problem of
racism in American education still exists. The clear mandate rising
out of the Martha's Vineyard Conference stated that:
Relevant actions for the elimination of racism in American
education . . . must be taken at all levels of leadership . . .
and on all levels of education [Howe, Clark, et al., 19/0,
pp. 15C-151]. . . .
Background of the Problem
A review of the pertinent social science literature in the area
of racism indicated that research and theory have not kept pace with
1
2the magnitude of contemporary problems. Jones (1972) pointed out that
although the pervasiveness of racism has been highlighted on a grand
I
scale by various high-level governmental task forces, the term "racism”
does not appear in Psychological Abstracts during the period of
1966-1971. On the basis of a content analysis of several hundred
research studies reported in Psychological Abstracts during the years
1950, 1960, and 1970, Jones concluded that the study of racism and
racial attitudes and their modification were not topics which occurred
with great frequency. This tended to suggest that racism appears to be
a neglected variable.
Further, in a review of the literature dealing with intergroup
attitudes, Proshansky (1966) reported that only 15 percent of the 200
studies cited were conducted after 1960. The reported research focused
primarily on (1) the developmental processes Involved in the acquisition
of intergroup attitudes, (2) determinants of intergroup attitudes, and
(3) attitude change. More recently, however, with the advent of edu-
cational desegregation efforts, a myriad of research has been generated
dealing with the efficacy of school integration policies in reducing
racial polarization. While much of this research dealt with the effects
of school and classroom racial balance on the intergroup attitudes
and
achievement of students, there has been a paucity of empirical infor-
mation regarding the intergroup attitudes of teachers and their
differ-
ential effects on the classroom learning environment and
academic
achievement of students.
3With minor exception, the few studies dealing with intergroup
attitudes of teachers to date have been cross-racial in nature, with
the effects of Black teachers on Black students being an obvious
omission. This omission approaches the magnitude of grave significance
in light of psychological, sociological and anthropological theory of
the effects of racism on minority group members. These theories support
the position that minority group memebers often suffer some deterioration
of personality as a result of discrimination and prejudice, and that
this malfunctioning manifests itself in terms of damaged self-esteem,
and self- and own group-hatred (Berelson 6< Steiner, 196A) . Comer's
(1969) position on the effects of racism on Blacks, vehemently stated,
is that racism "... resulted in consequences that ranged from severe,
disabling psyche, emotional and social trauma to moderate impairment
such as low self-esteem and low group-esteem [p. 313].
Theories that can shed light on the Black personality were
developed as early as the 1930 's by several behavioral scientists.
John Dollard, Allison Davis, Hortense Powdermaker, Anna Freud, and
particularly Abram Kardiner (Crain & Weisman, 1972). Reviewing these
theories, Crain and Weisman reported that their general thesis is that
wide spread discrimination frustrates Blacks, damaging their
self-esteem
and creating a need for them to express aggression in reply.
They
described Kardiner and Ovesey’s (1951) social psychological
theory of
"the mark of oppression" as follows:
4The first central relationship is that discrimination
depresses black self-esteem. The individual cannot avoid
Internalizing the low opinion whites hold of him and he
feels worthless, disliked, and inadequate. He must then
go about finding defenses to protect himself from the sur-
facing of this unconscious sense of badness. But the
defenses available to him are influenced by a second key
factor. Being a victim of poverty, emotional deprivation,
and discrimination has left the subject frustrated and
angry. Following Dollard (1957), Kardiner and Ovesey argue
that blacks have learned to defend against their aggressive
needs by sharply internalizing them. They do not express
anger at others, but they do become angry at themselves
either consciously or unconsciously. Thus their already
low self-esteem is further depressed by high levels of
aggression directed at themselves. The black who, at the
unconscious level, sees himself as black and worthless,
compounds this with great quantities of recrimination
and self blame.
There are many studies of the attitudes and stereotypes held by
minority group members with respect to their own races (Bay ton, 1941,
1965; Clark & Clark, 1955; Engel, O’Shea, Fischl & Cummings, 1958;
Frazier, 1940; Goodman, 1952; Katz & Braley, 1933; Meenes, 1943; Pugh,
1943; Sarnoff, 1951; and Steckler, 1957). These studies consistently
showed that members of minority groups tend to hold negative, self-
rejecting attitudes and stereotypes concerning themselves and their
respective groups, and that these attitudes are similar to those held
by the white majority. Further, Pugh (1943) found that the strength of
such attitudes varied and tended to be most deep-seated among the
most
oppressed
.
Sarnoff (1951) explained the process of intragroup attitude
development in terras of the psychoanalytic theory of identif
ication-
Sarnoff regarded anti-Semitic attitudes in Jews aswith-the-aggressor
.
5being a symptom of identification with the aggressor. These attitudes
were viewed as being expressions of hostility toward one’s own ethnic
group and an incorporation of the attitudes of those in the white
majority. He found Jewish college students with the same anti-Semitic
attitudes observed in majority-group bigots. Engel, O'Shea, Fischl and
Cummings (1958) reported that an "outwardly loyal" group of Jewish sub-
i
‘
jects showed the same pattern of negative attitudes toward their own
group as that found among white Protestants.
Bayton extended this theory with reference to Blacks. Using
the adjective check list procedure developed by Katz and Braly, Bayton
(1941) found that Blacks stereotype other Blacks as being lazy, super-
stituous, musical, loud and very religious. Meenes (1943) obtained
similar results in an independent study. These items, appearing in the
stereotypes which whites have of Blacks, support Sarnoff's assertion
that minority group members incorporate the negative attitudes of the
white majority. However, Bayton (1941) and Meenes (1943) found evidence
of a tendency for Blacks to idealize the aggressor as seen in the stereo-
types which Blacks have of whites. The subjects viewed white Americans
as intelligent, industrious, ambitious and progressive. Based in part
on this finding, Bayton (1965) hypothesized that there are two directions
of influence in the identif ication-with-the-aggressor theory: (1) a
tendency to Idealize the aggressor, and (2) a tendency to incorporate
his negative views toward the minority group. In his study inves-
tigating how a minority group perceives itself and the majority group.
6240 Black Howard University students were randomly assigned to 4 groups
of 60 each with instructions to respond to the Guilford-Zimmerman
Temperment Survey as they thought both Black and whites would respond.
He found that Blacks do differentiate in their perceptions of the
personality characteristics of their own group as compared with that of
the majority. In every instance where differentiation of racial group
occurred (i.e., general activity, restraint, emotional stability, etc.),
the mean for whites was in the direction representing better personality
adjustment. It was suggested that this might result from the combined
tendencies to idealize the aggressor and to incorporate his negative
views toward the minority.
Further evidence which supported the above theories is found in
the work of Steckler (1957). In an attempt to clarify the effects of
minority group membership on the ideology of Blacks, Steckler developed
two separate opinion-attitude scales, of the seven-point Likert type,
designed to measure anti-Black and anti-white ideologies among Blacks.
Following a pilot study to ascertain reliability of the scales, the
instrument was revised and shortened, retaining the most discriminating
items. Using the revised Anti-Negro and Anti-White Scales in combi-
nation with the California F (authoritarianism) Scale or the California
E (ethnocentrism) and PEC (politico-economic conservatism) Scales
developed by Adorno, et al. (1950), with a large sample of
middle class
students attending colleges and universities with
primarily Black
enrollment, Steckler found: intercorrelations of the
scales were
7positive; and mean scale scores indicated that subjects tended to dis-
with the anti-white and ethnocentric ideologies
,
but to agree
with anti-Black, authoritarianism and conservative ideologies. The
data were interpreted to indicate an attempt by the Black middle class
to identify with stereotyped white middle-class values and to dissociate
itself from other Blacks. One particularly interesting aspect of
Steckler's results concerned those subjects who scored high on the F
Scale. Steckler reported that these Ss not only accept the anti-Black
stereotypes but also agree with the anti-white statements. According
to Steckler, this somewhat contradictory ideological position tended to
suggest that Blacks identify with middle class values but are at the
same time critical of white people. The Anti-Black Scale was used in the
present study as a measure of teachers' intragroup attitudes.
The foregoing review relative to the Intragroup attitude
development of minority group members provides the basic assumptions
upon which the present study was based. This empirical data regarding
the effects of discrimination on minority group members, the social
psychological theory of "the mark of oppression," the frustration-
aggression hypothesis advanced by the Yale group (Dollard, et al., 1939),
and the psychoanalytic theory of identif ication-with-the-aggressor may
be summarized as follows:
Racial discrimination is a source of great frustration, generally
resulting in anger and a need to express aggression. However, fear of
8retaliative action by the powerful "majority"^ often leads minority
group members to employ certain mechanisms of defense, such as the
»
turning inward of anger, displacement, scapegoating, and identification
with the aggressor, in an effort to discharge tension and resolve their
internal conflicts. While defense mechanisms may sometimes be viewed
as adaptive in the sense of allowing an individual to cope with a crisis
situation, this is not the case here. The use of these methods to cope
with the frustrating effects of racism have, in fact, resulted in a
multitude of debilitating effects ranging from low self-esteem and low
group-esteem to severe disabling psychological trauma as noted by Comer
( 1969 )
.
^"Maiority" is used in the present context to connote the
group and has been placed in quotation marks because
according
es Welsing, author of the Cress Color Confrontation
Theory
9Purpose of the Study
It was the purpose of this study to explore Black teachers *
intragroup attitudes^ and the learning environment and achievement of
Black students. This research attempted to determine whether there was
a significant difference in the academic achievement gain scores and
perceptions of classroom climate of D. C. Public School students trained
under varying magnitudes and durations of racism. This exploratory
effort was based on the assumptions underlying the frustration-aggression
hypothesis which suggests that racial discrimination of minorities
results in a process of internalizing and displacing aggression which is
subsequently displayed in terms of negative intragroup attitudes on the
part of minority group members. It therefore seemed probable that these
traits would be operable in some Black teacher-student interactions. It
has been further observed that the empirical evidence strongly suggests
a relationship between teacher prejudice and student learning, as well
as a relationship between teacher personality, classroom climate and
student achievement. It was therefore expected that the magnitude of
^According to Allport (1954), most theorist define prejudice as
an intergroup attitude in which the members of a group are placed at^an
advantage or disadvantage by virtue of distortions in the individual s
perceptions of,' and beliefs about, that group and its members. Intra
group attitude typically refers to those attitudes which an individual
holds toward his own group and its members. In both cases of intergroup
and intragroup attitudes, prejudice can be either positive or negative
since cognitive distortions can occur in either direction. However, in
both research and theory, the emphasis has been on negative prejudice.
Hence, as used in the present study, prejudice, racism, and intergroup
and intragroup attitudes refer to reaction tendencies which are pri-
marily negative in nature.
10
teacher racism would have differential effects on the quality of the
socio-emotional climate in a classroom and on the student's academic
productivity.
A secondary aim of the study was to explore the personality
configuration of those teachers manifesting strong positive and strong
negative intragroup attitudes. A descriptive profile of High-Racist
and Low-Racist teacher characteristics will be developed to determine
whether there are any significant differences between the two types.
For example:
, Do any patterns emerge in terms of personal characteristics?
What are the needs and motives underlying the behavior of High- and Low-
Racist teachers? What attitudes appear to be prominent with regard to
authoritarian, anti-democratic ideology? What intergroup attitudes
exist? Is there a propensity toward or away from identification with
the aggressor? Is there a relationship between the degree of teacher
racism and the attitudes held toward students, teaching, discipline
and classroom freedom? Is there a relationship between the personality
characteristics of teachers and elements of socio-emotional climate
operating in their classrooms? It was the purpose of this exploration
to provide an understanding of what elements are operative in racism.
This study was undertaken in an attempt to provide baseline
data for future research. It was anticipated that this research would
generate new hypotheses and illuminate new directions worthy of rigorous
experimentation.
The obvious importance of this line of research becomes increas-
ingly clear as educators grapple with the problem of training
and
11
retraining, and allocation and assignment of teachers working with inner-
city youth. What criteria shall be used in the recruitment and selection
of pre-service teachers? How might in-service teacher training and staff
development programs be revamped to address the specific needs of the
inner-city teacher? What criteria shall be used in the allocation and
assignment of teachers in order to maximize desired academic outcomes
and minimize the likelihood of the transmission of unwanted intragroup
attitudes?
Hypotheses
The hypotheses are as follows:
1. There will be no significant difference in the mean class-
room climate scores, on each of the five (5) climate scales—Satisfaction,
Friction, Competitiveness, Difficulty, and Cohesiveness, of students
trained in the classrooms of High-Racist teachers than for students
trained in the classrooms of Low-Racist teachers.
2. There will be no significant difference in the achievement
gain scores of students trained under High-Racist conditions than for
those trained under Low-Racist conditions.
3. There will be no significant difference in the achievement
gain scores of students exposed to racist conditions for periods of long
duration than for students exposed to racist conditions for periods of
short duration.
4. There will be no significant difference in the achievement
gain scores of students trained under High-Racist conditions for periods
12
of long duration than for those trained under Low-Racist conditions for
periods of short duration.
I
5. There will be no significant difference in the achievement
gain scores of students trained under High- and Low-Racist conditions
and/or under conditions of high or low Satisfaction, Friction, Compet-
itiveness, Difficulty, and Cohesiveness.
\
‘
Variables
Independent variables
Teacher Racism is defined as a negative intragroup attitude
which places students, of the same race as the teacher, at a disad-
vantage by virtue of the teacher's perceptual distortions of, and
beliefs about that group and its members. It is noted that this defi-
nition of the term "Racism” departs from its commonly understood usage.
This non-traditional usage is intended to convey the notion that negative
intragroup attitudes represent a special case of internalized racism
wherein the individual manifests racist attitudes toward his own ethnic
group, and in some cases has dissociated himself from his group in an
effort to maintain a degree of cognitive consonance.
The independent variable. Teacher Racism, is two-dimensional,
consisting of magnitude and duration.
1. Magnitude of Racism: The degree of racism possessed by a
teacher as measured by the Steckler Anti-Black (AB) Scale where High-
Racist is defined as those individuals scoring above the 67 percentile
and Low-Racist is defined as those individuals scoring below the 33
13
percentile rank. (This is based on the distribution of scores for this
group
.
)
2. Duration of Racism: The length of time exposure to racism,
where long duration is defined 'as exposure for five hours per day
(elementary school level)
,
and short duration is defined as exposure for
one hour per day (junior high level).
Dependent Variables
1. Classroom Climate: Students' perceptions of classroom
climate as measured by their scores on each of five scales of the My
Class Inventory (MCI)—Satisfaction, Friction, Competitiveness, Diffi-
culty, and Cohesiveness.
2. Academic Achievement Gains: The gain score obtained by
students on repeated measures of the Prescriptive Reading Test (PRT)
for grades four through seven. Achievement gain index is operationally
defined as the difference between the students' pre- and post-test score.
CHAPTER II
REVIEW OF PERTINENT LITERATURE
A myriad of research has been generated in an attempt to relate
teacher behavioral and personality variables to student learning. This
Chapter reviews the pertinent literature in this area in terms of
(1) teacher prejudice and student learning; (2) teacher personality,
student learning environment and achievement; and (3) methodological
approaches and problems involved in this type of research.
Teacher Prejudice and Student Learning
' It is significant to note that while the bulk of intergroup and
intragroup attitude research has focused widely on various population
groups, ranging from pre-school children to adults, classroom teachers
as a group have received little attention in this area. However, the
literature does provide a cogent argument for the study of ethnic prej-
udice of teachers as a significant variable in the teaching-learning
process. Passow (1963) stated that:
More significant in determining the level of academic
achievement (of disadvantaged children) are the general
attitudes of teachers toward their students and the manner
in which they are communicated . . . The two essential
Ingredients of successful education for these children
(which teachers must acquire) are belief in their educa-
bility and respect for them as human beings [p. 104].
14
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Rosenthal and Jacobson's (1968) research with children In the
South San Francisco Unified School District attest to this fact. Based
I
upon an achievement test and the random selection of certain children as
academic "spurters," Rosenthal and Jacobson were able to convince class-
room teachers that the children so designated would undergo significant
achievement spurts during the forthcoming year. The children labeled as
spurters actually did excel because, as Rosenthal and Jacobson concluded:
. . . one person's expectation of anothers behavior
may serve as a self-fulfilling prophecy. When teachers
expected certain children would show greater intellectual
development, those children did show greater intellectual
development [p. 240].
In the general context of the literature, the Rosenthal and Jacobson
study of teacher expectations, as a teacher personality variable, does
support the general thesis that teacher personality characteristics are
a significant variable in student performance.
Cullen and Auria (1969) investigating the relationship of ethnic
prejudice and teacher behavior found evidence in support of their
hypothesis that ethnic prejudice is reflected in various student teaching
behavior characteristics. Kozol (1967), recounting his experiences in
teaching in a predominantly Black elementary school in Boston, concluded
that bigoted attitudes of teachers are not only manifested in their
behavior and in the curriculum, but also cause students to feel a
debil-
itating sense of inferiority. Similar findings are reported by
Yee
(1968) investigating the interpersonal attitudes of
teachers working
with disadvantaged and advantaged pupils. While he found
that teacher
16
attitudes varied according to sex, grade level and years teaching
experience, he also reported differential teacher attitudes related to
the students ethnic social characteristics. Using the Minnesota
Teacher Attitude Inventory, Semantic Differential and Beck’s 100 item
"About My Teacher" Inventory, he reported that teachers of middle class
students tended to be warmer, more trustful and more sympathetic than
teachers of lower class students.
In a recent study investigating the differential effects of
teachers on the intergroup attitudes of students, Koslin, et al. (1972)
have reported findings of particular significance to the present study.
They found that teachers tended to have reproducible effects on students'
intergroup attitudes. Those teachers whose classes had more favorable
intergroup attitudes during the first year of the study also had classes
with significantly more favorable intergroup attitudes during the second
year of study. The literature in this area has further suggested that
those students who are objects of teacher prejudice will not achieve as
well as students who are not objects of such prejudice.
The empirical evidence strongly suggest that teacher prejudice
is a significant variable in student learning. Prejudice as an attitu-
dinal variable in the teacher’s personality is reflected in the teacher’s
behavior as well as in the teacher’s expectations of student performance.
Prejudice, as communicated through the teacher’s verbal and nonverbal
behavior, has a debilitating effect on student self-concept and moti-
vation. Negative teacher attitudes tend to be detrimental to achieve-
ment. When these results are viewed with respect to Black teachers.
17
and with respect to the effects of discrimination on minority group
members, it appears that there would be a significant effect on Black
student learning.
Teacher Personality, Student Learning
Environment and Achievement
/
“ — —
—
In general, studies dealing with teacher influence have demon-
strated that teacher behavior is a critical factor affecting the class-
room situation (Flanders, 1951; Getzels & Thelen, 1960; Lewin, Lippit &
White, 1939; Thelen & Withall, 1949; and Withall, 1951). These studies
have identified certain variables as falling within the realm of teacher
Influence, including: (1) the social emotional climate of the classroom;
(2) individual student behaviors, attitudes and moral orientations; and
(3) student intellectual performance.
The classic Iowa Studies of Lewin, Lippitt and White (1939) on
interpersonal interactions of children in differing social climates
clearly demonstrated the influence of the leader on group life and
productivity. Another major influence in the area of socio-emotional
climate research stemmed from the Chicago Studies which drew upon the
assumptions of Lewin ’s field theory, the work of Havighurst in child
development, Roger’s client-centered therapy, and group dynamics.
Thelen (1952), Withall (1951), and Flanders (1951) analyzed the teacher
Influence on the socio-emotional climate of classrooms and ascertained
that teacher behavior is significantly related to classroom performance.
Also of significance is the work of Getzels and Thelen (1960). Their
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socio-psychological theory of the classroom as a social system has
generated much research demonstrating the effect of teacher behavior on
I
climate and learning. Thus, the research in this area documents the
impact of teacher behavior on classroom learning.
However, the area relating teacher personality to classroom
variables is currently unclear. Reviews of the literature on teacher
personality (Getzels & Jackson, 1963) and social interaction in the
classroom (Withall & Lewis, 1963) have concluded that studies relating
these two factors are inconclusive, unreplicated and conflicting. Several
explanations for these findings have been offered in the literature.
Raising questions with regard to the influence of teacher person-
ality on classroom interaction. Bowers (1952) made a number of assumptions
(1) that the measurable personality traits are important in the study of
classroom interaction; (2) that classroom interaction is related to how
well children learn under the guidance, supervision and direction of the
teacher; and (3) that classroom interaction can be assessed or evaluated
in some reasonably objective manner. Bowers stated that personality
traits condition, modulate and promote responses from pupils. They
activate, direct and formulate pupil reactions in the classroom situation.
He concluded that studies which found personality traits essentially
uncorrelated with the poorly defined concept of teacher effectiveness,
are due primarily to methodological problems. His findings showed that
there is some support for the stated thesis that teacher personality
traits are important to the analysis of classroom interaction. Bowers
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study, however, has not answered questions about the relationship of
Interaction and student learning. Neither has it departed from the usual
use of expert opinion as a measure of teacher effectiveness.
Peck (1960) investigated the influence of personality on teaching,
and noted at least two problems which impede the establishment of an exact
relationship between teacher personality and effectiveness. One was the
lack of valid measures of personality. The other related to the lack of
a clear definition of those personality traits central to teaching. Peck
attempted to identify personality characteristics relevant to teaching.
The results obtained from a sample of prospective teachers were essentially
negative, due to what Peck identified as methodological problems. His
measures were of questionable validity and low reliability, with his
teacher sample representing quasi-teachers. Peck has expressed his own
skepticism of using judges and self-appraisals.
Cooper and Bemis (1967) , investigating the effects of teacher
personality and behavior on achievement, found support for their hypoth-
esis that teacher personality, teacher behavior and pupil behavior are
related. However, they found that the relationships were complex and not
one to one. The research sought to validate an observational measure of
teacher traits and to establish a relationship between such traits and
pupil achievement gain. This attempt was unsuccessful.
Washburne and Heil (1960) studied the differential effects of
teacher characteristics on the intellectual, social and emotional
growth
They categorized teachers and pupils on the basis of theirof students.
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behavior; teachers tended to fall into three categories: (1) turbulent,
(2) self—controlling
,
and (3) fearful. Students were categorized as
(1) conformers
, (2) opposers, (3) waverers, and (4) strivers. Washburne
and Hell's results support the major hypothesis that different kinds of
teachers elicit varying amounts of achievement from different kinds of
students
.
Kounin's (1966) research on the effects of teacher personality
characteristics on behavior in the classroom identified three pairs of
punitive and non-punitive elementary teachers. Support was found for
A
his hypotheses that: (1) punitive teachers will create more aggression
and tension than non-punitive teachers, (2) children with punitive
teachers will be more unsettled and conflicted about misbehavior in
I
school, and (3) punitiveness will detract from concern with learning.
Methodological Approaches and Problems
A major portion of the research on social interaction in the
classroom has employed the use of complex systems of observation.
Typically, these systems were designed to identify specific teacher and
student behaviors as they occur in the natural classroom setting. The
purpose was to determine the cognitive and affective influences of
teachers on learning environment and student achievement.
Withall (1949) developed one of the earliest observational
gygtgnis providing a social—emotional climate index. Using a seven
category scale for analyzing teacher statements on a learner-centered to
teacher-centered continuum, Withall found the mean percent of agreement
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for 4 judges with the investigator was 65 percent. When students'
feelings of good or bad (as recorded by a mechanical device) were
I
^®^^bed to the teacher's statements
> the results indicated more positive
emotional reactions in the learner-centered than in the teacher-centered
Instruction sessions.
The Flanders (1966) system, containing ten categories, has been
widely used in research. It contains four categories of indirect and
three categories of direct influence for teacher verbalizations, and
three categories for student verbalization. Flanders (1960) related
pupil attitudes to the influence of teachers and found a relationship
between a positive social-emotional climate and indirect teacher
influence. In a replication of the study a year later with 54 eighth
grade geometry classes, similar findings showed that dependent prone
students learned significantly more when their teachers were indirect
rather than direct (Amidon & Flanders, 1961).
Sussman (1972) has noted that a number of other observational
techniques have been developed as described below. The Honigman System,
based on Flanders, is a multi-dimensional analysis of classroom inter-
action. This system focuses more on the emotional-personal aspects of
the classroom. Hough's observational system is also a modification of
Flanders and relates to a corrective feedback and facilitation of
learning behaviors. Amidon and Hunter's system of classroom verbal
interaction is derived from Flanders and relates to affective verbal
and non-verbal acceptance or rejection of the pupils' ideas and feelings.
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Amidon's Modified Category System is a composite and modification of six
other classroom observational systems with both cognitive and affective
categories related to teacher and student. The Joyce system records
teacher behaviors on three dimensions: affective, cognitive and main-
tenance of the classroom social system. A recording is made every
fifteen seconds in a period of fifteen minutes of observation.
While the literature demonstrates that a wide variety of obser-
vational techniques are in use, this type of measurement is not without
its problems. In a review of observational techniques, Harris (1960)
pointed out the following problems; (1) the lack of a clear definition
of behaviors to be judged; (2) the type of situation, free or structured,
prescribes the selection and definition of characteristics to be
observed; (3) reliability is dependent upon the stability of the behav-
ioral characteristic observed; and (4) while repeated time samples pro-
vide more opportunities for observing the occurrence of the behavior, £
related problem involves objectivity or inter-rater reliability. Watson
(1963) further suggests that the teacher and the class may put on an act
for the observer.
A series of research studies have been conducted testing the
Getzels-Thelen theory of the classroom as a social system. These studies
have found correlations between (1) teacher personality and classroom
climate (Cayne, 1970; Walberg, 1968), and (2) classroom climate and
individual learning (Anderson, 1970; Anderson & Walberg, 1968; Walberg,
1970; Walberg & Ahlgren, 1970; and Walberg & Anderson, 1968).
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Walberg’s (1968) study, based on Getzels and Thelen's socio-
psychological theory, tested the hypothesis that the personality of the
teacher, his needs, attitudes, and values, predict the climate of his
class. A sample of thirty—seven high school physics teachers were
administered the Edwards Personal Preference Schedule, Minnesota Teacher
Attitude Inventory, the Allport-Linsey-Vernon Scale of Values; and the
Classroom Climate Questionnaire (Walberg, 1966) was administered to
students. Statistical analysis involved canonical correlations of
twenty-nine teacher personality measures and eighteen classroom climate
measures. Walberg found that: (1) teachers with needs for dependence,
power, order and change created formal subservient climates with little
animosity among class members; (2) teachers with needs for interaction
I
(aggression and affiliation) tended to have controlled goal directed
classes; and (3) self-centered teachers had classes that were disor-
ganized, cor strained, loose in supervision, and low in group status.
Walberg’s study was significant in that it represents a new approach to
an old problem of establishing a relationship between teacher personality
and climate. Walberg stated that it differs from previous research in
three ways: it was based on a socio-psychological theory of the class-
room as a social system; it employed a new measure of classroom climate;
and it attempted to deal with the complexity of the problem by relating
twenty—nine measures of teacher personality to eighteen dimensions of
classroom climate in a multivariate analysis. Cayne (1970) reported
similar findings, using the My Class Inventory (Walberg & Anderson, 1968).
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Walberg and Anderson (1968) considered the relationship between
individual pupil perceptions of their class and their Individual learning.
1
From a new measure of classroom climate, eighteen subscores were obtained
from seventy-six classrooms throughout the United States and used to pre-
dict cognitive, affective and behavioral measures of learning. Support
was found for their hypothesis that individual perceptions of class
climate predict cognitive, affective and behavioral learning. Subsequent
studies in this area, using the My Class Inventory, confirm these findings
(Anderson, 1970; Walberg & Ahlgren, 1970; Walberg, et al., 1972).
These studies differ from those previously reviewed in that they
utilize the students' perception as a measure of the socio-emotional
climate in the classroom. Support for the reliability of this method-
ological approach is evidenced in the literature. In a review on social
structure in the classroom, Glidewell, et al. (1966) reported that most
children hold accurate perceptions of their classroom climates. Cogan
(1958)
,
studying the relationship of teacher personality to classroom
climate, noted that students are in an excellent position to report on
the behavior of their teachers. His study revealed a strong relationship
between the overall behavior of teachers and pupil performance. He
stated that:
The behavior of teachers as perceived by the pupils
Influences the nature and extent of (1) the motivation
of pupils, (2) communication with pupils, and (3) the
'tone' of the classroom experiences, which may instigate
certain pupil work resulting in pupil change.
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Similarly, Schumuch (1963) found that the perception that one has low
status in a group—more than the fact of actually having such status—
was related to under-utilization of intellectual abilities and to holding
negative attitudes toward self and toward the school. Finally, with
reference to the polemics of observational techniques versus subject's
perceptions, Walberg (1972) stated:
The distinction is old: in philosophy it is the difference
between objectivism and phenomenology; the latter can be traced
through Shakesphere ' s esthetics ('Beauty is in the eye of the
beholder') at least as far back as the Romans ('There's no
arguing about art'). In psychology, Murray made the parallel
distinction between 'Alpha Press' - the observers view - and
'Beta Press' - the subjects perception. And Brunswik has
further distinguished 'proximal stimuli' - which are directly
perceived and probably influence the organism - and 'distal
stimuli' - which do not directly contact and are not as likely
to influence the organism. Moreover, Gage and Rosenshine
termed the types of measures that might be obtained 'low infer-
ence variables' - usually tabulations of observed attributes
or behavior - and 'high inference' - usually perceptions as
obtained on rating scales.
Much research has been generated in an attempt to relate specific
teacher variables to learning. This research has focused on a wide
variety of teacher characteristics including but not limited to specific
personality traits, attitudes, needs, values, behaviors, and teaching
styles. Numerous predictor—criterion of teacher effectiveness have been
employed, including observable teacher behavior, observable student
behavior, teacher-student interaction, student achievement, and students'
perceptions of classroom climate, among others. Despite the method-
ological problems and the confusing results evidenced in the literature,
teacher personality characteristics do appear to relate significantly
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to classroom climate and to student achievement. Further, the literature
has provided a cogent argument for the use of students' perceptions as a
measure of the socio-emotional climate of the classroom.
Summary
This review has concerned itself with pertinent literature in
I
the areas of (1) teacher prejudice and student learning; (2) teacher
personality, student learning environment, and achievement; and
(3) methodological approaches and problems in this type of research.
The major trends evidenced in the literature suggest several points.
Teacher personality characteristics do appear to relate significantly to
classroom climate and to student achievement. Furthermore, the empirical
evidence suggest that prejudice as an attitudinal variable in the
teacher's personality is reflected in the teacher's behavior as well as
in the teacher's expectations of student performance. Prejudice as
communicated through the teacher's verbal and nonverbal behavior, has a
debilitating effect on student self-concept and motivation. Negative
teacher attitudes tend to be detrimental to achievement. However, the
study of intragroup attitudes, as a specific personality trait effecting
classroom climate and learning, has received little attention. Although
the literature does indicate that it may be a fruitful area for study,
it has not been subjected to rigorous experimentation.
When these trends are viewed with respect to Black teachers, and
with respect to socio-psychological theories of the effects of discrim-
ination on minority group members as described in Chapter I, one would
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expect to find detrimental effects on Black student achievement. The
present research attempted to determine whether there was a significant
1
difference in the academic achievement gain scores and perceptions of
classroom climate of Black students trained under varying magnitudes and
durations of intragroup racism.
CHAPTER III
METHOD
The Setting
This study was conducted in twelve public elementary and junior
high schools located in the Model Cities Neighborhood of the District of
Columbia. A description of this locale at the time of the study provides
some insights into the setting, its problems, and the changes that have
occurred over the past several years.
The problems faced by the District of Columbia as the center of
an urbanized region were similar in many respects to the problems of
other major American cities. Housing was inadequate, traffic was con-
gested, and the air and water were polluted, while the benefits of
regional growth accrued principally to outlying areas. Between 1950
and 1970, the Nation’s Capitol had seen a marked increase in population
groups that tend to require more public services, and a decrease in the
groups best able to pay for them. This was particularly true of an area
of the city designated by the U. S. Department of Housing and Urban
Development as the Model Cities Neighborhood. This area, lying just to
the north of the District's main downtown commercial and federal centers,
has been characterized by a high concentration of oppressive economic
and social conditions. The residents of the Model Cities Neighborhood
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were the poorest in the city, and suffered from all of the health,
educational, employment and housing problems which accompany severe
poverty.
These conditions were further aggravated by the inadequate
education purveyed by the District of Columbia Public School System.
With the twelfth largest urban school enrollment in the United States,
the District did not have a reputation for producing a high quality edu-
cational product or a good learning environment. While the system had
made some effort to adjust to its changing pupil population which in the
last two decades has shifted from 54 percent to 95 percent Black
(Commission Report, 1972), it has not done enough. Problems of poor
achievement, discipline, vandalism, and substantial attrition rates at
I
the junior high school level have yet to be surmounted. Despite the fact
that Washington, D. C. ranked fourth among major cities in its 1971 per
pupil expenditure of $1,193 per student, and had a classroom teacher-
pupil ration of 1:21, the quality of instruction and the effectiveness
of the school system were seriously in question.
The indices of academic achievement in this area clearly demon-
strate the dismal record of inner-city education. For example, an exam-
ination of the D. C. City-wide Testing Results (1973) in reading achieve-
ment for grades three through nine on the Comprehensive Tests of Basic
Skills, revealed the following: District of Columbia pupils in the
third, fourth, and fifth grades scored from 0.8 years to 1.6 years below
In sixth grade, the median score was 1.9 years belownational norms.
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national norms; in grades seven and eight, 2. A years below, and in grade
nine, 2.9 years below national norms. In mathematics the pattern was
I
very similar. '
In schools located in the Model Cities Neighborhood, the median
reading and mathematics scores were even lower than those of the District
of Columbia as a whole. (See Table 1.)
1
‘
TABLE 1
Median Mathematics and Reading Scores
for Model Neighborhood and
D. C. Public Schools
September, 1970
CATEGORY MODEL NEIGHBORHOOD D. C.
Mathematics
Grade 3 1.9 2.1
Grade 6 4.6 5.1
Reading
Grade 3 1.8 2.1
Grade 6 4.5 5.2
Source: Washington, D. C. Model Cities Program Report, 1970.
The city's appropriation for the development of basic and career
skills for fiscal year 1973 was $240,999,300; $173,583,000 was designated
for elementary school instruction. The per pupil expenditure for
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elementary schools in the Model Neighborhood was the second highest of
the city s nine service areas, second only to the affluent service area
its (Northwest, Washington). Obviously, however, the expenditures per
pupil do not accurately describe the quality and effectiveness of a
school system. The data in Table 2 further attest to this fact.
TABLE 2
Median Mathematics and Reading Scores
for Model Neighborhood Schools
September, 1970
ELEMENTARY SCHOOLS
MATH READING
Grade 3 Grade 6 Grade 3 Grade 6
Harrison 2.3 4.4 1.8 4.4
Grimke 1.5 4.3 1.7 4.4
Cleveland 1.2 4.6 1.1 4.2
Garrison 2.0 4.4 1.8 4.1
Seaton 1.9 4.6 1.7 4.5
Morse 1.8 5.2 1.8 4.6
Montgomery 2.1 5.0 1.5 4.5
Bundy 1.6 4.5 1.1 3.9
Slater 2.4 5.6 2.1 5.1
Langston — —
—
32
TABLE 2—CONTINUED
ELEMENTARY SCHOOLS
MATH READING
Grade 3 Grade 6 Grade 3 Grade 6
J. F. Cooke 1.8 4.5 1.6 4.3
Perry — — — —
Slnunons 2.5 4.9 2.1 4.6
Walker-Jones' 2.4 4.7 1.8 4.4
Hayes — — — —
J. 0. Wilson 1.5 4.5 1.6 4.7
Blair — — — —
Logan 2.9 4.5 1.9 4.5
Blair-Lud low-Taylor 2.0 4.5 1.8 4.5
Crummell 1.9 5.1 2.1 4.7
Ruth K. Webb 2.4 5.2 2.3 5.7
Wheatley 1.9 5.0 2.4 5.0
Madison 1.8 4.5 2.0 4.2
Coding 1.9 4.9 2.0 5.2
Source; D. C. Public Schools, 1970.
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Significantly, a comparison of the D. C. achievement test results
for 1970 and 1973 (District of Columbia, 1973) reveals that no appreciable
I
changes and/or improvements in the rate of achievement have occurred
during this three year period.
Other general problems in the Model Neighborhood that affected
education at the time this study was done include the following:
1. Old substandard school buildings where it was not uncommon
to see demountable classrooms or other improvised make-shift facilities.
2. The high school drop-out rate was 40 percent; 50 percent
higher than the entire metropolitan area.
3. Curriculum in most areas did not meet the needs of the urban
population.
The Urban Staff Development Laboratory
All of the teachers used in this study were trained in the Urban
Staff Development Laboratory, an in-service teacher training program in
Staff Development at Federal City College in Washington, D. C. The
training provided the subjects with basically the same teaching philosophy,
techniques, knowledges, and skills relative to their role as teachers.
A description of the program is included here to provide insight into
the nature and homogeneity of training received by these teachers.
The Urban Staff Development Laboratory Graduate Degree Program
(USDL)
,
an on-the-job teacher training program, was designed to enable
its candidates to become more effective classroom teachers and
to pre
pare them for assignment as resource teachers or supervisors.
Graduates
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of the program receive a Master of Education degree in Urban Staff
Development. At the time of this study, the subjects had earned 39
quarter hours of credit beyond the Bachelor’s Degree and were in the
last quarter of this one-year program.
Administered through the Graduate Department of Teacher Education,
Federal City College, the USDL operated in collaboration with the D. C.
Teacher’s College where two full-time Instructors were provided by D. C.
Teacher’s College to work with four others from Federal City College.
The D. C. School System provided space for the operation of the program
while the Model Cities Administration of the U. S. Department of Health,
Education and Welfare provided the funding.
Candidates were provided a multifaceted program including modern
teaching techniques, curriculum design and construction, psychological
theories of learning, supervision, interpersonal relationships and urban
sociology.
Of particular importance to this study, the USDL incorporated
the basic tenets of psychological education into its curriculum and
operational format. For example, emphasis was placed on the following
techniques: role play, simulation games, small group experiencing,
individual and small group counseling, developing and exploring the
individual’s emotional responses to the world, focusing on the "here
and now," activities to promote self actualization, value clarification,
and Interpersonal sensitivity. Particular importance was placed on
simultaneously fostering self -growth on the part of the teacher, and
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providing the teacher with specific skills and techniques to enable
immediate applicational transfer of these approaches to the classroom
®®tting. It was anticipated that the outcomes of this approach to
"educating the emotions" would manifest themselves in the following:
(1) teachers would see children differently and their expectations for
them would change; (2) teachers would place greater emphasis on personal
valuing of experiences; (3) teachers who become sensitive to their own
feelings and emotions would be able to encourage children to explore the
conflicts which they feel; and (4) children who experience such a teacher
would themselves increase their self-understanding and ability to make
choices which were beneficial to their own development.
In summation, classrooms themselves would take on more positive
I
emotional tones. The climate of the classroom is something about which
ye have much to learn, but it is basically the feelings created in the
children by the teacher. Based on this definition, the USDL hypothesized
that an increased awareness of and concern for feelings created through
a program of psychological education should result in a positive class-
room climate which is conducive to learning.
The specific objectives of the program, stated in terms of
teacher skills and behaviors to be acquired, are the following:
"1. To increase the interpersonal awareness needed for
dealing effectively with children and adults in
the urban area.
"2. To create a classroom environment which facilitates
individual student learning—cognitive, affective
and psychomotor
.
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"3. To improve reading and mathematics skills of students.
”4. To help Black children develop a positive self con-
cept y sense of identity, connectedness and power,
"5. To develop competency in research skills and
methodology.
"6. To become a resource teacher to assist other teachers
* in the classroom with their instructional program.
"7. To increase Model Neighborhood residents’ knowledge
of techniques used to teach reading and mathematics,
environmental control, child growth and development,
drug abuse, and strategies for their own involvement
in making decisions relevant to their neighborhood
schools.
"8. To understand community and environmentalal con-
ditions and their effect/influences on learning
[Urban Staff Development, 1972, p. 12]"
The components of a "competency-based" teacher training program
were used, where the competencies acquired by candidates and the criteria
used in assessing the attainment of these skill levels were made explicit,
and the candidates were held accountable for them. The specific com-
petencies focused on those understandings, skills, behaviors, and
attitudes that would facilitate the social, emotional, and intellectual
growth of both the candidates and their pupils. Specifically, the acqui-
sition of competencies was concentrated in six content areas: (1) Human
Relations, (2) Staff Development, (3) Curriculum Design and Construction,
(A) Teaching Readiiig, (5) Teaching Mathematics, and (6) Action Research.
The program's curriculum exposed candidates to the following
courses
:
Contemporary Problems and Issues in Urban Education
Principles of Curriculum Design and Construction
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The Urban Child and His World
Introduction to Educational Research
Teaching Reading in the Elementary/Secondary Schools
Developmental Reading II - Theories and Content of Teaching
Reading
Individual Study Project (six to nine hours)
Teaching Mathematics in the Elementary/Secondary Schools
Mathematics Diagnosis and Remediation
Expository Reading and Writing and Basic Research Skills
Staff Development Seminar
Group Dynamics
Remediation and Diagnosis of Reading Difficulties
Values Clarification
Electives
School Supervision
Philosophy and Practice in Educational Administration
Teaching Language Arts in Elementary Schools
Children's Literature in Urban Education, I & II
General Semantics as an Educational Approach
Methods and Materials in Secondary Education
Practical Applications of Educational Psychological Theories
Introduction to Public School Administration
All of the teachers used in the present study have been exposed
to the same training conditions. This homogeneity of educational
training had particular relevance with regard to the present study. In
effect, the training served to control any variance in teacher effect on
students which might have resulted from differential training experiences
and/or educational level.
Subjects
Teacher Sample
Twenty~six Black, female, elementary and junior high school
teachers, in the Model Neighborhood schools of the D. C. Public School
System were used in this study. These teachers were selected from a
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population of 50 teachers enrolled In the Urban Staff Development
Laboratory Graduate Degree Program described in the preceding section of
this Chapter, It should be noted that these USDL teachers constituted
a representative sample of the teacher population serving the D. C.
Public School System with respect to age, sex, race, years of teaching
experience, and socio-economic status. At the time of the study, all 26
teachers had earned 39 quarter hours of credit beyond the B. A. level;
were classroom teachers in the Model Cities Neighborhood schools; were
teaching academic subjects with emphasis on reading and mathematics
skills; and were teaching students who were relatively homogeneous with
respect to socio-economic status and environmental factors.^
Initial selections were made on the basis of sex and grade level
assignment, to include only females, teaching grades three through nine.
These criteria served to eliminate any differences in teacher charac-
teristics and/or teacher influence due to sex, and served to accommodate
the grade level appropriateness of certain measures to be used in
assessing student achievement and classroom climate. This sample of 26
teachers had a mean age of 35, with an average of 10 years teaching
experience. They were used in the development of a descriptive profile
of the personality correlates of racism.
From this group of Ss, further selections were made to comprise
the actual teachers who would then constitute the independent variable
in exploring the effects of teacher racism on student achievement and
classroom climate. Due to difficulties in obtaining comparable achieve-
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ment data on the students in the classrooms of these teachers, the
original design to include third through ninth grades was altered to
I
include grade levels four through seven, thus reducing the number of
teachers involved in this aspect of the study to twelve (12). The method
of selecting this sample is discussed in this Chapter under "Procedure."
Student Sample
I
'
The student sample consisted of approximately 290 fourth through
seventh grade students in the classrooms of those teachers categorized
as High-Racist and Low-Racist. The following variables in the student
sample thought to effect the dependent variables were controlled:
1. Race—all Ss were Black;
2. Sex—controlled through matched groups within classrooms;
3. Achievement Ability—controlled through randomization of Ss
assignment to classes on the basis of previous year achievement scores.
This method involved assignment of students to homogeneous groupings on
the basis of previous year achievement scores, and then randomly selecting
an equal number of students from each grouping to be assigned to a
particular class. This method was used in lieu of I. Q. scores which
are not available on pupils in the D. C. Public School System;
4. Socio-economic status and environmental factors—controlled
through selection of only those schools located in the Model Cities
Neighborhood which is characterized by severe socio-economic deprivation,
substandard housing, overcrowding, high crime rate, and inadequate health
care facilities; and
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5. Each pupil was used as his own control in terms of pre-post
achievement gain scores
.
Instruments
The measures used in the study are reported below in two sections;
(1) Instrumentation for Hypotheses Testing, and (2) Instrumentation for
the Personality Profile.
Instrumentation for
Hypotheses Testing
The Steckler Anti-Black and Anti-White Scales . This instrument
is an opinion-attitude scale, of the seven-point Likert type, designed
to measure anti-Black and anti-white ideologies among Blacks (Steckler,
1957) . Anti-Black and anti-white ideologies as reported by Steckler are
relatively stable and organized systems of opinions, values and attitudes
regarding Blacks and whites. They involve negative, stereotyped opinions
and hostile attitudes regarding Blacks and whites. They also include
I
moral values which justify the attitudes and permeate the opinions.
The rationale underlying the development of this instrument was
based on an attempt to clarify the effects of minority group membership
on the ideology of Blacks. Drawing upon the tenets of psycho-analytic
and social psychological theories of the effects of discrimination on
minority groups, Steckler (1957, p. 396) hypothesized that;
According to frustration-aggression theory, discrim-
ation should arouse the Negro's aggression toward the
majority group. However, the Negro may be fearful of
retaliative action by the powerful majority, and he also
may identify with the values of the majority, especially
41
if he is of the middle class. He may therefore be expected
to have ambivalent feelings regarding the majority group
as well as his own.
To test this hypothesis, Steckler constructed separate scales to measure
anti—Black and anti-white ideology. A pilot study was conducted to
ascertain reliability of the scales, following which the scales were
revised and shortened, retaining the most discriminating items. The
revised Anti-Black (AB) Scale contains sixteen items, most of which
stress the offensiveness of Blacks and the opinion that their deviant
behavior causes prejudice. The revised Anti-white (AW) Scale contains
eighteen items which assert that whites are intrusive, untrustworthy,
dishonest, and Inferior in certain spheres, and advocate that they be
deprived of their present power. The AB Scale has a reported odd-even
reliability of .84, with intercorrelations with the California E Scale
(.40), F Scale (.57), and AW Scale (.24). The AW Scale has a reported
odd-even reliability of .88, with intercorrelations with the California
E and F Scales of .60 and .57, respectively. The instrument is scored
in the following manner: Each of the response categories in this seven-
point scale is assigned a weight, and the mean score-per-item is computed,
yielding a total score for the scale.
A slight modification was made in the Scales for use in the
present study. In each instance where the word "Negro" appeared, the
word "Black" was substituted. This was done to eliminate the possibility
of biasing the Ss’ responses due to negative transference with
respect
to the word "Negro" in light of contemporary usage (Vontress,
1972).
A2
Only the AB Scale was used to measure the intragroup attitudes of
teachers y with the AW Scale being used to assess intergroup attitudes
as one element in the personality conf iguartion of High- and Low-Racist
teachers. A copy of the Scales are included as "Appendix A."
My Class Inventory
. This instrument was used in the present
study to measure classroom climate. It was designed to measure the
socio-emotional dimensions of the learning environment as perceived by
the students (Walberg & Anderson, 1968). The instrument, consisting of
forty-five items with nine items per scale, taps five dimensions of
classroom climate thought to be important to learning: Satisfaction,
Friction, Competitiveness, Difficulty, and Cohesiveness. Designed for
use with eight to twelve year olds, it requires students to agree or
disagree with each item on a two-point scale. Individual scale reliab-
ities based on data from 655 subjects, range from .77 to .54. This
inventory was constructed to parellel two instruments developed for use
at the secondary level: Classroom Climate Questionnaire (Walberg, 1966)
and Learning Environment Inventory (Anderson, 1971; Walberg, 1968).
Their construction was based upon the main elements and relations between
elements in Getzels and Thelen's (1960) socio-psychological theory con-
cerning the class as a unique social system. Classroom social climate
as used in the work of Walberg and Anderson included specific class
group properties such as interpersonal relationships among pupils,
relationships between pupils and their teacher, relationships between
of the structural characteristics of the class, andpupils' perceptions
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the relationships between pupils and both the subject studied and the
method of learning. The five inventory scales were constructed to tap
dimensions of these class group properties. A copy of the My Class
Inventory is included as "Appendix B."
Prescriptive Reading Test (PRT) . This test is a customized,
criterion-referenced instrument
,
developed from the behavioral objectives
defined by Washington, D. C. Public School System reading specialists,
and designed to provide a measure of student achievement gains in partic-
ular skill areas (California Testing Bureau, 1972). Achievement gain in
this instance has been defined in terms of progress toward skill mastery.
The tests are divided into several sections, each containing items which
measure the particular behavioral objective of that section. For example,
one of the behaviorally stated objectives of the PRT, Section II -
Comprehension and Interpretation, states that "the student will be able
to perceive cause and effect and analogous relationships (C.T.B., 1972).
Scores are reported in a variety of formats, only one of which holds
particular relevance for this study. That is the Individual Diagnostic
Map on each student which provides the number of correct responses in
each skill area.
These criterion-referenced tests represent a new approach to the
old problem of measuring academic achievement. Although achievement
tests have held an important place in the educational process
in America
for more than half a century, the polemics regarding the
appropriateness
of these tests for particular population groups still exists.
In res-
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ponse to this controversy, professional test makers are now developing
criterion-referenced tests. The PRT Manual (C.T.B., 1972) defines a
criterion-referenced test as follows:
... a test in which every item is directly identified
with an explicit educational objective, usually stated in
behavioral terms. Its purpose is to determine which objec-
tives have or have not been mastered by the student so that
individualized instruction can be tailored to fit his partic-
ular needs.
The decision to use this test was based in part on the fact that
it is one of the standardized tests administered by the D. C. Public
School System as a part of their regular 1972-73 City-wide Testing
Program. An additional reason stems from this researcher's concern that
(1) children should not be subjected to an overload of testing when it
can be avoided, and (2) valuable class time should be used as con-
structively and productively as possible. All too often, in the name of
research, the educational process is interrupted.
Instrumentation for the
Personality Profile
A battery of instruments were administered to the teacher Ss for
the purpose of constructing a profile of the personality characteristics
of High- and Low-Racist teachers. In order to provide a greater under-
standing of what is involved in the racist personality, a critical exam-
ination was made of specific teacher traits. The instruments employed
and the traits examined are as follows:
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Steckler Anti-Wh ite Scale
. This instrument was used to assess
I
teachers' intergroup attitudes and the extent to which they identify with
or reject the values of the middle-class society. A detailed description
of the scale is provided on pages 40-42 of this document, with a copy of
same included as "Appendix A."
I
'
California F Scale . This measure was used to assess the extent
to which the Ss possess anti-democratic, authoritarian ideologies. (See
Appendix A.) The instrument was designed to measure prejudice, without
appearing to have that aim and without mentioning the name of any
minority group (Adorno, et al., 1950). The final revision of the F Scale,
Form 40 and/or 45, is composed of thirty items, having a reported average
reliability of .90, with a range of .81 to .97, using fourteen groups of
white middle-class male and female subjects.
Of particular interest are the early studies in the area of
personality and prejudice which report evidence that particular person-
ality types correlate highly with prejudice (Adorno, et al., 1950;
Christie & Garde, 1951). This finding has been confirmed by subsequent
Investigations. For example, Proshansky (1966) in a recent review con-
cluded that the personality correlates of intergroup attitudes are con-
sistent with the authoritarian personality structure advanced by Adorno
and his associates. Further, Grossack (1957) provided evidence that Blacks
who score high on the F Scale not only exhibit prejudice toward other groups
but are also more anti-Black. They are more likely to defend segregation.
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dislike the NAACP, and display more ethnocentric group pride while being
more susceptible to self-hatred and own group hatred (Grossack, 1957).
Minnesota Teacher Attitude Inventory (MTAI)
. By far the most
popular instrument for the measurement of teacher attitudes, the MTAI
was designed to assess those attitudes of a teacher which predict how
well he will get along with pupils in interpersonal relationships (Cook,
Leeds, & Callis, 1951). It contains 150 items responded to on a five-
point Likert scale, and is scored using a "rights minus wrongs" formula.
The inventory has a reported split-half reliability corrected by the
Spearman-Brown formula of .93 based on a randomly selected sample of 100
fourth, fifth and sixth grade teachers. Of particular significance to
the present study are the research studies of Piers (1955) and McGee
(1955). Piers found a correlation of -.38 between the MTAI and the F
Scale, and reported confirmation of his hypothesis that:
. . .
authoritarian tendencies in teacher-pupil rela-
tionships are related to the so-called ’anti-democratic'
or 'authoritarian' personality type in general, and that
more permissive tendencies are related to the more liberal
or 'democratic' personality types [p. 56].
McGee (1955) found evidence confirming a positive relationship between
a measure of anti-democratic potential and a measure of teachers overt
authoritarian behavior in the classroom. The MTAI was used in the pre-
sent research to provide information regarding the teachers' attitudes
toward students, teaching, discipline, and other interactive aspects of
classroom interpersonal relationships.
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Edwards Personal Preference Schedule (EPPS)
. This instrument
was designed to measure "relatively independent normal personality
variables" which have their origin in H. A. Murray's list of manifest
needs (Edwards, 1959). The EPPS provides measures of fifteen personality
variables using a forced choice response format where each of the fifteen
personality variables is paired twice with each of the other variables.
The names of the variables with their reported split-half reliability
coefficients corrected by the Spearman-Brown formula are as follows:
Achievement, i74; Deference, .60; Order, .74; Exhibition, .61;
Autonomy, .76; Affiliation, .70; Intraception, .79; Succorance, .76;
Dominance, .81; Abasement, .84; Nurturance, .78; Change, .79;
Endurance, .81; Heterosexuality, .87; and Aggression, .84. The EPPS was
I
used in the present study to identify the manifest needs of the Ss.
Procedure
‘ The research was conducted in three phases. In Phase One, a
preliminary study was conducted for the purpose of validating the discrim'
inatory power of Steckler's Anti-Black and Anti-White Scales. This
instrument was administered by this investigator to a small sample of
Black teachers similar in characteristics to the intended Ss. Based
on
the findings of this preliminary study, which confirmed the
discrim-
inatory power of the Steckler Scale items, the Steckler Scales
were
retained as an appropriate measure of racial attitudes.
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Phase Two was conducted in two parts. In part one, selection
of the High- and Low-Racist groups was made from the available population,
on the basis of Ss scores on the Steckler Anti-Black Scale. Twenty-six,
Black, female, third through ninth grade teachers were asked to participate
in a study to investigate teachers' attitudes and the learning environ-
ment of their students." They were told that:
I
’
Many studies have been conducted in an attempt to find out
which attitudes on the part of a teacher tend to be most
effective for student growth. However, many of these studies
have neglected to consider certain variables operating in
the inner-city school setting. This study seeks to find out
what is required to be an effective teacher in the inner-city
schools
.
Ss were further told that the results of the study would be confidential,
assuring complete anonymity of both teachers and pupils, and that the
outcome of the study would be made available upon request at the end of
the study. Ss were then asked to take an "Attitude Inventory" containing
the Steckler Anti-Black and Anti-White Scale items and the California F
Scale items. On the basis of their scores on the Anti-Black Scale only,
teachers falling below the 33 percentile and above the 67 percentile
rank were assigned to Low-Racist and High -Racist groupings respectively.
Using this method, teachers were dichotomized into two groups
manifesting a high or low concentration of the racism variable. Although
sixteen (16) teachers were initially selected, difficulties in obtaining
achievement test results on their students necessitated the elimination
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of four toachers leaving a total of twelve (12) representing the inde-
pendent variable. This group is described below in Table 3 with respect
to age and years of teaching experience.
TABLE 3
Mean Age and Years Teaching Experience
of High-rRacist and Low-Racist Teachers
GROUPS N MEAN AGE MEAN YEARS
TEACHING EXPERIENCE
High-Racist 6 42.1 14.6
Lowr-Racist 6 37.5 11.0
In part two, additional data was collected on the twenty-six Ss
for the purpose of developing a descriptive profile of the personality
correlates of racism. The Minnesota Teacher Attitude Inventory, the
Edwards Personal Preference Schedule and a Personal Background Data
Questionnaire were administered to the Ss in two separate sessions. In
session one, the MTAI and Personal Background Data Questionnaire were
administered to small groups averaging eight Ss each, with the Edwards
Personal Preference Schedule being administered at the second session
scheduled one week later in three groups of approximately eight Ss each
Phase Three consisted of two parts. In part one, the My Class
Inventory was administered to pupils in the classrooms of the original
However, only the data taken from classrooms oftwenty-six teachers.
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teachers identified as High- and Low-Racist was used to test the hypotheses
fGi^sntxal student achievement and perceptions of classroom climate.
To eliminate the possibility of any inter-class variability which might
accrue from differential testing procedures, the administration of the
My Class Inventory was standardized in the following ways. All inven-
tories were administered (1) by this investigator; (2) during the A.M.
hours; (3) with the following directions being given to the students of
each class:
This is not a test. There are no right or wrong answers.
The sentences inside this booklet are to find out what your
class is like. Please answer all the questions. Each sentence
is meant to describe your class . I am going to read each
sentence out loud, and I want you to read silently along with
. me. If you agree with the sentence, circle Yes . If you do
not agree with the sentence, circle No .
A practice exercise was done before the work began on the actual inven-
tory. All questions were responded to by the examiner before and during
the testing.
In part two, the pre-post results of the Prescriptive Mathematics
Test and the Prescriptive Reading Test on each fourth through ninth
grade student in the classrooms of High—Racist and Low—Racist teachers
were collected from the D. C. Public School System, Division of Pupil
Personnel Services and/or from students' cumulative records available
from the counselor at each respective school. However, due to the unavail
ability of mathematics test results in many instances, only the Prescrip-
tive Reading Test results were used to test the hypotheses.
CHAPTER IV
RESULTS
The results of this study are reported in two parts. Part one
presents the analysis. of data relative to the testing of hypotheses, and
part two presents a profile of racism derived from data on the person-
ality characteristics of teacher Ss.
Tests of Hypotheses
This study attempted to determine whether there was an empirical
relationship between the m.agnitude of racism—teachers' intragroup
attitudes which were dichotomized as High-Racist and Low-Racist—and the
duration of racism
—
periods of exposure dichotomized as long and short
—
and the perceived classroom climates and achievement of their students.
The achievement gain scores of students and climate scores obtained for
each of five climate variables were analyzed by means of t tests of uncor-
related means to determine whether the mean differences of High-Racist
and Low-Racist teacher groupings were significant. The achievement gain
scores were further analyzed by 2X2 mixed model analyses of variance
to determine whether the mean differences were significant relative to
magnitude and duration or climates . The results of these analyses are
presented in Tables 4-21.
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Hypothesis 1 : There will be no significant difference in the mean class-
room climate scores, on each of the five climate scales—
Satisf action, Friction, Competitiveness, Difficulty and
Cohesiveness of students trained under conditions of
High- and Low-Racism.
The first hypothesis was tested using a t test of uncorrelated
means (Guilford, 1965). The results, presented in Table 4, are not
significant indicating that there is no difference between the classroom
climate scores of students trained under conditions of High- and Low-
Racist teachers. The null hypothesis was accepted.
Hypothesis 2 ; There will be no significant difference in the achieve-
ment gain scores of students trained under High-Racist
conditions than for those trained under Low-Racist
conditions
.
The second hypothesis was tested by means of a t test of
uncorrelated means. The results are presented in Table 5. The mean
achievement gain for students trained under High-Racist conditions was
29.46, with the mean score for those students trained in the classrooms
of Low-Racist teachers being 32.98. The mean difference is significant
beyond the .01 level of confidence. The null hypothesis in this case
is rejected, indicating that the magnitude of teacher racism is a
significant variable effecting the achievement of students, and that
students trained under conditions of Low-Racism evidenced a greater
degree of academic gain.
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TABLE 4
Means, Standard Deviations and t Tests of Means
for High—Racist and Low—Racist Classrooms
on Five Climate Scales
M E A N S STANDARD DEVIATIONS t TESTS
CLIMATE SCALE •High Low High Low tRacist Racist Racist Racist
Satisfaction 20.18 19.85 7.37 12.88 .31
Friction 21.85 21.20 7.34 12.81 .62
Competitiveness 22.52 22.25 6.95 12.65 .26
Difficulty 16.67 15.68 7.05 12.63 .96
Cohesiveness 21.61 21.12 7.28 12.81 .46
Note.—High-Racist n=199 ; Low-Racist n=193
TABLE 5
Means, Standard Deviations and t Test of Means
for Reading Achievement Gain Scores
of Ss Trained Under Varying Magnitudes of Racism
ACHIEVEMENT GAIN
MAGNITUDE N
'
1
Means Standard Deviations t Test
High-Racist 149 29.46 9.79 2.50
Low-Racist 141 32.98 13.87
** Significant beyond the .01' level of confidence.
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Hypothesis 3; There will be no significant difference in the achieve-
ment gain scores of students exposed to racist conditions
for periods of long duration than for students exposed to
racist conditions for periods of short duration.
Hypothesis 3 was tested by a 2 X 2 mixed model analysis of vari-
ance. The results are presented in Table 6. The analysis of differences
in achievement gain of Ss exposed to High— or Low—Racist conditions and
for periods of long or short duration v/as significant beyond the .01
level of confidence. This result indicated that Ss achieved differently
when exposed to racism for long periods of time as opposed to brief
exposures, and that Ss achieved differently when trained under High- as
opposed to Low-Racist conditions. The interaction term was not signif-
icant. The means are presented in Table 7 which reveals that the highest
mean achievement gain, 34.10, occurred in the classrooms of Low-Racist
teachers at the elementary level (long duration) . The lowest mean
achievement gain, 24.23, occurred under conditions of High-Racism where
the exposure was short (junior high level) . The null hypothesis is
therefore rejected, indicating that there is a significant difference in
achievement under varying magnitudes and durations of racism.
Further inspection of Table 7 reveals another find’*"
'
ular interest. The mean for Ss in both High- and Low-
Racist clas-*'--^^ elementary level, 30.37 and 34.10 respectively,
than for Ss trained at the junior high level where the means
were 24.23 and 26.91 for High- and Low-Racist groups, respectively. This
would suggest that there are differences in achievement gain as a
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TABLE 6
2X2 Analysis of Variance, Achievement Gains of Subjects
Trained Under Varying Magnitudes and Durations of Racism
SOURCES df V F
Duration 1 1625.84 M.IO**
Magnitude 1 897.56 23.80**
Interaction 1 37.72 .28
Within Sets 286 132.92
*Significant beyond the .01 level of confidence.
TABLE 7
Mean Achievement Gain Scores of Subjects
Trained Under Varying Magnitudes and Durations of Racism
MAGNITUDE
DURATION High-Racism Low-Racism Total
Long
Short
N
30.37 127
24.23 22
N
34.10 119
26.91 22
32.17
25.57
Total 29.46 32.98
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function of grade level, apart from the degree of racism present. To
explore this question further, a t test of mean differences in achieve-
ment of elementary and junior high Ss was run. The results, as reported
in Table 8, are significant beyond the .01 level of confidence. The
mean achievement gain for Ss at the elementary level was 32.17 as
opposed to 25.57 for junior high Ss
.
Hypothesis 4 ; There will be no significant difference in the achievement
gain scores of students trained under High-Racist con-
ditions for periods of long duration than for those trained
under Low-Racist conditions for periods of short duration.
Hypothesis 4 was tested by means of a t test of uncorrelated
means following the F test (Guilford, 1965). The results are reported
in Table 9. These results indicate a mean difference of 3.46 in achieve-
I
ment between Ss in High-Racist elementary classrooms and Ss in Low-Racist,
junior high classrooms, where the means are 30.37 and 26.91 respectively.
However, this difference failed to meet the .05 level of confidence,
therefore the null hypothesis is accepted. Despite the overall achieve-
ment difference observed in Table 8 between the elementary and junior
high Ss
,
the fact that no differences emerged under conditions of High-
Racist at the elementary level versus Low-Racist at the junior high level
would tend to suggest that the magnitude of racism does affect achieve-
ment regardless of the bias toward higher achievement at the elementary
level.
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TABLE 8
Means, Standard Deviations and t Test of Means
for Reading Achievement Gain Scores
of Elementary and Junior High Ss
GRADE LEVEL N MEANS STANDARD DEVIATIONS t TEST
Elementary
Junior High
246
44
32.17
25.57
12.33
8.48
3.41
Significant beyond the .01 level of confidence.
TABLE 9
Means and t Tests of Means on Achievement Gain Scores of Ss
Trained Under All Possible Combinations of Magnitude and Duration
COMBINATIONS N MEANS t TESTS
(1) High-Racist, Long Duration 127 30.37
.98
Low-Racist, Short Duration 22 26.91
(2) High-Racist, Short Duration 22 24.23
2.89
Low-Racist, Long Duration 119 34.10
'i
*Signlf leant at the .05 level of confidence.
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Hypothesis 5 ; There will be no significant difference in the achievement
gain scores of students trained under High- or Low-Racist
conditions and/or under conditions of high or low Satis-
faction, Friction, Competitiveness, Difficulty, and
Cohesiveness
.
The fifth hypothesis was tested by means of a 2 X 2 mixed model
analysis of variance for each of the five dimensions of classroom
climate—Satisfaction, Friction, Competitiveness, Difficulty and Cohe-
siveness, separately—with magnitude of racism. The mean classroom
climate scores were dichotomized at the median into high and low groups
for each climate variable. The results are presented in Tables 10-21.
Significant results were found with respect to differences between the
High- and Low-Racist groups in every case. With reference to the five
climate variables, the results were significant for Friction, Compet-
itiveness, Difficulty and Cohesiveness. For Satisfaction, the results
were not significant.
Satisfaction and Racism . As reported in Table 10, the analysis
of differences between the two levels of Satisfaction failed to reach
significance, demonstrating that there was no difference in the achieve-
ment gains of Ss who perceived the classroom climate as satisfying or
unsatisfying. The interaction terms was also significant. As expected,
the analysis of difference between the racist groups was significant
beyond the .05 level of confidence indicating a difference in achievement
under conditions of varying magnitude of racism. The means are
reported
in Table 13 .
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Contrary to what would be expected in light of earlier research
demonstrating a correlation between satisfaction and achievement
I
(Anderson, 1970; Walberg 6e Ahlgren, 1970), the mean of the greatest
magnitude (33.87) is observed under conditions of Low-Racism and low
satisfaction, with the lesser mean associated with Low-Racism, liigh
satisfaction conditions. This can be interpreted as a chance fluctuation,
I
'
since the main effect sources of variance and the interaction term failed
to obtain significance at the .05 level.
Friction and Racism . The results, reported in Table 12, indicate
that the difference in achievement under High- and Low-Racist conditions
was significant beyond the .01 level of confidence. The analysis of
difference between Ss trained under conditions of high and low friction
was also significant beyond the .01 level of confidence. These results
indicate that the degree of perceived friction in a classroom is related
to differences in achievement. However, examination of the means
reported in Table 13 reveals that the direction of the relationship con-
flicts with previous research findings (Walberg & Anderson, 1968) which
suggest an inverse relationship between friction and achievement. In
this study, the mean of the greatest magnitude (36.85) was obtained in
the Low-Racist, high friction classrooms, with the lesser mean (28.56)
being associated with the High-Racist, low friction classrooms. Although
the interaction term was insignificant, these results suggest that con-
ditions of Low-Racism and high friction may exert a. positive effect
on
achievement gain.
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.
TABLE 12
2X2 Analysis of Variance, Achievement Gain of Subjects
Trained Under Varying Magnitudes of
Racism and Friction
SOURCES df V F
Friction 1 2632. A8 20.33**
Racism 1 897.56 6.93**
Interaction 1 14.30 .11
Within Sets 286 129.48
**Signif icant beyond the .01 level of confidence.
TABLE 13
Mean Achievement Gain Scores of Subjects
Trained Under Varying Magnitudes
of Racism and Friction
RACISM
FRICTION High Low Total
High
Low
N
31.31 49
28.56 100
N
36.85 75
28.58 66
34.66
28.57
Total 29.46 32.98
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Competition and Racism . The findings related to competition and
racism are similar to those for friction and racism. The results are
reported in Table lA. Analysis of the achievement differences between
high and low conditions of competition and between High- and Low-Racism
were significant beyond the .01 level of confidence. The interaction
term was insignificant. The means are reported in Table 15. It is
interesting to note that the means of greater magnitude were obtained
under conditions of high competition with the inverse being true of low
competitive conditions. It is further observed that conditions of high
competition, Low-Racism yielded the mean of greatest magnitude (36.85),
and the low competition, High-Racism condition obtained the lesser
mean (28.49).
It is also interesting to note (1) the 5.05 mean difference
between High- and Low-Racist groups under conditions of high compet-
itiveness; and (2) the 8.27 mean difference in the Low-Racist group
relative to high and low competitiveness. When interpreted in light of
the preceding statements, these findings strongly suggest that achieve-
ment gain is greatest when conditions of high competition and Low-Racism
exist simultaneously.
Difficulty and Racism . The results are presented in Table 16.
The analysis of differences between classrooms perceived as high
or low
in difficulty level was significant beyond the .01 level of
confidence,
indicating that Ss achieved differentially under varying
conditions of
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TABLE 14
2X2 Analysis of Variance, Achievement Gain of Subjects
Trained Under Varying Magnitudes of
Racism and Competition
SOURCES df V F
Competition 1 2928.30
**
22.79
Racism 1 897.56 6.98
Interaction 1 197.00 1.53
Within Sets 286 128.50
*^Signif icant beyond the .01 level of confidence.
TABLE 15
Mean Achievement Gain Scores of Subjects
Trained Under Varying Magnitudes
of Racism and Competition
i RACISM
COMPETITION High Low Total
High
Low
N
31.80 44
28.49 105
N
36.85 75
28.58 66
34.98
28.52
Total 29.46 32.98
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The results related to differences between Ss trained under
High- and Low-Racism achieved significance beyond the .01 level of con-
fidence. The means are presented in Table 18. Ss in Low-Racist, high
difficulty classrooms obtained the mean of the greatest magnitude (39.14),
in contrast to the High-Racist, low difficulty classes (27.98). This
would suggest that a .high difficulty level, when present under conditions
of Low-Racism, leads to the greatest achievement gain. A significant
Interaction term beyond the .01 level of confidence is observed between
difficulty and racism. Table 17 presents the means, with the two main
effect sources of variance removed. The Interaction effect is evident.
The mean of the greatest magnitude (35.47) occurred under conditions of
Low-Racism and high difficulty, indicating that racism and difficulty do
tend to exert a joint effect on achievement.
Cohesiveness and Racism . The analysis of achievement differences
under conditions of cohesiveness and racism are presented in Table 19.
The reuslts indicate significant differences beyond the .01 level between
high and low cohesiveness, and between High- and Low-Racism. The means
are reported in Table 21. Under conditions of Low—Racism, the mean of
the greatest magnitude was obtained when combined with conditions of low
cohesiveness (39.09), in contrast to high cohesive conditions (27.13).
These results are confusing in light of prior research which suggests
a
direct relationship between cohesiveness and achievement (Walberg &
Anderson, 1968). The interaction term was significant beyond the
.01
level of confidence which indicates that a joint effect exists between
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TABLE 16
2X2 Analysis of Variance, Achievement Gain of Subjects
Trained Under Varying Magnitudes of
Racism and Difficulty
SOURCES df V F
1
Difficulty 1 1105.84 8.62**
Racism 1 897.56 7.00**
Interaction 1 1964.18 15.31**
Within Sets 286 128.27
*Significant beyond the .01 level of confidence.
TABLE 17
Table of Means from 2X2 Analysis of Variance,
Achievement Gains of Subjects
Trained Under Varying Magnitudes of Racism and Difficulty
With Racism and Difficulty Variance Removed
(Remainder is Interaction Effect)
VARIANCE REMOVED
DIFFICULTY High-Racism Low-Racism
High 29.89 35.47
Low 29.69 29.94
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TABLE 18
Mean Achievement Gain Scores of Subjects
Trained Under Varying Magnitudes
of Racism and Difficulty
RACISM
DIFFICULTY High Low Total
High
Low
N
30.13 103
27.98 46
N
39.14 49
29.70 92
33.03
29.12
Total 29.46 32.98
TABLE 19
2X2 Analysis of Variance, Achievement Gain of Subjects
Trained Under Varying Magnitudes of
Racism and Cohesiveness
SOURCES df V F
Cohes iveness 1 1324.12
**
10.98
Racism 1 897.56 7.45
Interaction 1 3877.59 32.17**
Within Sets 286 120.55
**Signif icant beyond the .01 level of confidence.
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TABLE 20
Table of Means from 2X2 Analysis of Variance,
Achievement Gain of Subjects
Trained Under Varying Magnitudes of Racism and Cohesiveness
With Racism and Cohesiveness Variance Removed
(Remainder is Interaction Effect)
VARIANCE REMOVED
DIFFICULTY High-Racism Low-Racism
High 35.06 27.79
Low 28.56 35.44
TABLE 21
Mean Achievement Gain Scores of Subjects
Trained Under Varying Magnitudes
of Racism and Cohesiveness
>
RACISM
COHESIVENESS High Low Total
High
Low
N
30.88 52
28.70 97
N
27.13 72
39.09 69
28.70
33.02
Total 29.46 32.98
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cohesiveness and racism with respect to achievement. The means with the
main effect sources of variance removed are reported in Table 20. The
interaction effect is obvious, although difficult to explain. The
greatest achievement gain occurred under conditions of Low-Racism and
low cohesiveness, and when High-Racist conditions existed in an environ-
ment characterized by high cohesiveness.
Profile of Racism
This aspect of the study attempted to explore the personality
of racism. Correlational analyses^ were conducted, in which
the Anti—Black (AB)
,
Anti—White (AW)
,
and F Scale scores of twenty—six
Ss were correlated with each other as well as twenty-four other person-
ality variables to determine whether any significant relationships would
emerge, and to explore the feasibility of different dimensions of racism
(i.e., intergroup, intragroup, and a generalized form) being charac-
terized by different personality configurations. Further descriptive
analyses were used in developing a profile of those teachers categorized
as High-Racist and Low-Racist, on the basis of their AB Scale scores
falling above the 67%ile or below the 33%ile respectively, to determine
whether any patterns emerged in terms of personality characteristics.
The results are reported in Tables 22-24.
Table 22 presents the correlations obtained between twenty-four
personality variables and the AB Scale. There is a significant corre-
^All correlations were Pearson's,
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TABLE 22
Correlations Between Personality Variables
and AB, AW, and F Scales
VARIABLE AB SCALE AW SCALE F SCALE
Anti-Black Scale
.33* .50**
Anti-l>Jhite Scale .33* **
.51
F Scale
.
50**
.51**
Age
.21 -.01
-.12
Yrs Teaching Experience .17 .20 .06
Grade Level
-.08
-.21 -.33*
MTAI -.49**
-.18 -.62**
Achievement Scale .22 .24 .50**
Deference Scale .28 -.08 .02
Order Scale .27 -.19 -.09
Exhibition Scale -.01 -.05 .08
Autonomy Scale -.27 -.14 -.57**
Affiliation Scale .29 .04 .35*
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TABLE 22—CONTINUED
• VARIABLE AB SCALE AW SCALE F SCALE
Intraception Scale
.11 -.12
-.12
Succorance Scale
-.19
-.07
.31
Dominance Scale
.18 .23 .26
Abasement Scale
.09 .19
.07
Nurturance Scale -.36* -.33*
-.34*
Change Scale
.11 -.03
-.11
Endurance Scale
-.09 -.19
-.11
Heterosexuality Scale -.29 .00 -.25
Aggression Scale -.15 .20 -.10
Satisfaction Scale .08 -.10 .12
Friction Scale .01 .31 .35*
Competitiveness Scale -.05 .11 .17
Difficulty Scale .24 .27 .27
Cohesiveness Scale .10 -.20 .10
Note.—N=26.
*Significant beyond the .05 level of confidence.
**Signif leant beyond the .01 level of confidence.
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lation between the AB Scale and the AW Scale (.33) and the F Scale (.50).
Interestingly, only two additional variables correlated significantly
with the AB Scale. A correlation of —.49 is observed between the
Minnesota Teacher Attitude Inventory (MTAI) and the AB Scale. This
correlation is significant beyond the .01 level of confidence, indicating
an inverse relationship between racism and the ability of a teacher to
effect good interpersonal relationships with her students. The corre-
lation between Nurturance and the AB Scale (-.36) gained significance
beyond the ,05 level of confidence, demonstrating an inverse relationship
between racism and the need to care for others. The other twenty-one
correlations which were not significant are too numerous to discuss here,
however the interested reader is referred to Table 22 for further infor-
I
mation.
Table 23 presents the means and standard deviations of all the
variables investigated in this study for the High-Racist and Low-Racist
groups. The means for the tv;o groups on the three measures of racism
are described below. These means were arrived at by computing the mean
of the raw scores-per—item for each group on each of the three scales
for the purpose of facilitating interpretation and comparative analyses
with earlier studies using these measures. On the AB Scale, which was
the basis for dichotomizing the two groups, the mean for the High-Racist
group was 3.77 in contrast to a mean of 1.64 for the Low-Racist group.
This indicates that High-Racist teachers agree with anti-Black
ideologies
than Low-Racist teachers. Examination of theto a much greater extent
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mean differences between High- and Low-Racist groups on the AW Scale
(3.56 and 3.06, respectively), and on the F Scale (4.09 and 3.32, res-
I
pectively) suggests that the High-Racist group appears to manifest higher
agreement with anti-white and authoritarian ideologies than the Low-
Racist group.
However, taking a mean score-per-item of 4.0 as the theoretical
neutral point for each of these seven-point Likert Scales, the data
reveals that although both groups disagree with anti-white ideology (High-
Racist, 3.56; Low-Racist, 3.06), there appears to be a trend toward agree-
ment, with the stronger trend observed for the High-Racist group. In
comparison, the present groups' means on the AW Scale are of greater mag-
nitude than Steckler's (1957) group mean of 2.75 which reflected strong
disagreement with anti-white ideologies. With reference to the F Scale,
the mean of 4.09 for the High-Racist group tends to indicate agreement
with authoritarian ideologies, in contrast with the mean of 3.32 for the
Low-Racist group, which is indicative of disagreement.
The groups differed only slightly in age (High-Racist, 39.00;
Low-Racist, 36.25), with the High-Racist group being 2.75 years older.
Tliere was approximately two years difference in years of teaching expe-
rience (High-Racist, 12.87; Low-Racist, 10.86), with the High-Racist
group being more experienced. Of course the sex and level of training
were held constant for both groups.
Major differences are observed with reference to the MTAI, where
the mean of the greatest magnitude (47.87) is observed for the
Low-Racist
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group in contrast to the High-Racist group mean of 16.00. This strongly
suggests that the ability of a teacher to effect good interpersonal rela-
tionships with her students would be more closely associated with Low-
Racist than High-Racist teachers. It is further noted, in comparison to
the 55.10 mean obtained by the appropriate normative sample on the MTAI^,
that the Low-Racist group more closely approximates this external stan-
dard than the High-Racist group.
With reference to the fifteen Edwards Personal Preference Schedule
(EPPS)
,
only four variables obtained differences greater than three points
(on this twenty-eight point scale). These variables, presented in order
from greater to lesser mean differences, are the following:
1. Heterosexuality. The mean for the High-Racist group (7.88)
is 5.75 points lower than the mean for the Low-Racist group (13.63).
This tends to suggest that the High-Racist group does not manifest as
strong an interest in heterosexual activities as the Low-Racist group.
•2. Nurturance. The mean for the High-Racist group (13.25) is 5
points lower than the mean for the Low-Racist group (18.25), which
suggests that the High-Racist group has less of a need to care for others
than the Low-Racist group.
3. Deference. A 3.75 mean difference is observed between the
High-Racist group (16.75) and the Low-Racist group (13.00) suggesting
that High-Racist teachers report a greater need to defer to the authority
^Comparison based on national norms for experienced teachers,
working in systems with twenty-one or more teachers, having at least
four years training (Cook, Callis, & Leeds, 1951).
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TABLE 23
Means and Standard Deviations for High- and Low-Racist Groups
on 27 Personality Variables
HIGH-RACIST
(N=8)
LOW-RACIST
(N=8)
VARIABLE Mean SD Mean SD
Anti-Black Scale 3.77 .49 1.64 .35
Anti-White Scale 3.56 .39 3.06 .90
F Scale 4.09 .29 3.32 .58
Age 39.00 9.86 36.25 9.19
Yrs Teaching Experience 12.87 6.11 10.86 2.10
Grade Level 5.00 1.51 5.38 1.41
MTAI 16.00 23.94 00 30.96
Achievement Scale 16.00 2.56 12.86 3.31
Deference Scale 16.75 4.77 13.00 2.39 .
Order Scale 15.13 5.57 12.75 2.92
Exhibition Scale 9.63 3.78 11.13 3.14
Autonomy Scale 9.75 3.28 11.50 3.89
Affiliation Scale 14.13 2.75 13.38 3.54
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TABLE 23--CONTINUED
HIGH-RACIST
(N=8)
.
LOW-RACIST
(N=8)
VARIABLE Mean SD Mean SD
Intraception Scale 18.25 3.73
!
18.50 3.55
Succorance Scale 10.75 5.09 12.50 2.27
Dominance Scale 13.36 4.53 11.63 3.85
Abasement Scale 15.13 3.52 12.38 4.93
Nurturance Scale 13.25 4.71 18.25 4.77
Change Scale 18.00 4.21 17.50 4.07
Endurance Scale 16.63 3.42 17.00 4.14
Heterosexuality Scale 7.88 2.59 13.63 4 . 53
Aggression Scale 12.63 5.90 13.38 3.63
Satisfaction Scale 20.13 1.78 19.89 1.38
Friction Scale 21.93 .95 21.19 1.57
Competitiveness Scale 22.55 1.20 22.16 1.26
Difficulty Scale 16.78 1.22 15.68 .76
Cohesiveness Scale 21.63 1.77 21.14 1.52
1 — *
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and leadership of others, to conform to convention, and do what is
expected than do Low—Racist teachers.
4. Achievement. The 3.14 mean difference observed between
High-Racist (16.00) and Low-Racist (12.86) groups suggests a somewhat
higher achievement motivation among High-Racist in contrast to Low-Racist
teachers
.
With reference to the five climate scales of the My Classroom
Inventory (MCI), the mean differences are minimal, with the Difficulty
Scale reflecting the largest observed difference. The mean on this scale
for the High-Racist group (16.78) is somewhat higher than what is observed
to be the case for the Low-Racist group (15.68). However, this difference
may be interpreted as a chance fluctuation.
Table 24 presents the intercorrelations among the three measures
of racism—Anti-Black (AB)
,
Anti-White (AW), and F Scales. As shown, the
AB Scale correlates .33 with the AW Scale and .50 with the F Scale. The
AW Scale correlates .51 with the F Scale. All correlations gained sig-
nificance.
TABLE 24
Intercorrelations Among Racism Scales
SCALE AB AW F
AB .33* .50**
AW
'
.51**
Note.—All coefficients are Pearson r
*Significant beyond the .05 level of
**Signif leant beyond the .01 level of
's. N=26.
confidence,
confidence
.
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Given the intercorrelations between these three scales, an
attempt was made to identify those variables which correlate with these
scales to determine whether any common relationships emerge, and to
determine whether there are perhaps different dimension-manifestation
types of racism—a different configuration of personality traits cor-
relating with each scale. Table 22 presents the correlations between
twenty-four variables and the three measures of racism. As indicated
earlier, the AB Scale correlates significantly with the MTAI (-.49) and
with Nurturanc^ (-.36).
Only one variable was found to correlate significantly with the
AW Scale. This correlation is observed with Nurturance, -.33, which
gained significance beyond the .05 level of confidence. This demon-
strates an inverse relationship between agreement with anti-white ide-
ologies and the need to care for and help others.
The greatest number of variables tended to correlate signif-
icantly with the F Scale. Negative correlations are observed between
the F Scale and Grade Level (-.33), the MTAI (-.62), Autonomy (-.57),
and Nurturar.ce (-.34). This indicates an inverse relationship between
authoritarian ideologies and grade level, ability to establish positive
Interpersonal relationships with students, need for freedom and indepen-
dence, and need to care for others. Significant correlations
are
observed between the F Scale and the EPPS Achievement (.50)
and Affil-
iation (.35) Scales, and the climate scale. Friction (.35).
These
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results indicate a direct relationship between authoritarian ideologies
and need to achieve, need to identify and belong to groups, and disrup-
tive conflictful classroom climate. '
It appears that Nurturance is the only trait which correlated
with each of the three measures of racism.
CHAPTER V
DISCUSSION, SUMMARY AND CONCLUSIONS
Discussion
Overall, the findings support the major theoretical assumptions
underlying this research. Black teachers who manifest strong negative
intragroup attitudes do tend to have a detrimental effect on Black
student achievement. This finding is consistent with the frustration-
aggression hypothesis regarding the effects of racial discrimination on
minority group members. Specifically, racial discrimination is a source
of great frustration, generally resulting in anger and a need to express
aggression. However, fear of retaliative action by the powerful majority
often leads minority group members to employ certain mechanisms of
defense, such as turning inward of anger, displacement, scapegoating,
and identif ication-with-the-aggressor , in an effort to discharge tension
and resolve their internal conflicts. The use of these mechanisms by
Black teachers results in negative intragroup attitudes and detrimental
effects on Black students’ achievement, as evidenced in this study.
Further, the results are consistent with those studies evidencing the
debilitating effects of teacher prejudice on student performance (Cullen &
Auria, 1969; Koslin, 1972; Kozol, 1967; Passow, 1963; Rosenthal &
Jacobson, ^968; Yee, 1968).
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The major findings demonstrated that achievement gain is related
to the magnitude and duration of racism. However, the disparity in
sample size with respect to duration serves to temper these findings
somewhat. Furthermore, the nature of the relationships and the variables
are complex and difficult to interpret, suggesting the need for more
rigorous experimentation. Nonetheless, students achieved differentially
under conditions of varying magnitude and duration of racism with the
greatest achievement gains being associated with conditions of Low-Racism
and periods of long exposure.
Some problems were encountered in analyzing the relative and
combined effects of magnitude and duration of racism on achievement.
Although the results indicated that achievement gains were greatest for
Ss trained under Low-Racist conditions for periods of long exposure, the
data further revealed that conditions of High-Racism for long duration
produced greater achievement (although not significantly greater) than
Low-Racism for short duration. Even though this difference failed to
obtain significance, it does raise interesting questions regarding the
relative contribution of magnitude and duration to achievement. There
would appear to be a bias toward higher achievement under conditions of
long duration in contrast to short duration. What seems to be suggested
here is that achievement differences relate to factors operating in dura-
tion—differences between elementary and junior high grade levels and
systems—although not to the point of negating the effects of magnitude.
Several explanations seem plausible: (1) The present study used
elementary grades four, five and six representing long duration, and
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junior high grade seven only to represent short duration. (2) Signifi-
cantly lower achievement gains were evidenced among the junior high Ss
in contrast to the elementary Ss. This finding is consistent with the
D. C. city-wide testing results for the years 1970-1973 (District of
Columbia, 1973) reporting a decrement in achievement gain at the seventh
grade level. (3) As grade seven is the entry level into the junior high
system, one might expect a slight decline in achievement gain to occur
as a function of the multitude of adjustments required of entering
students. (4) Differences in the sample size of elementary versus junior
high might possibly account for the differences, due to a sampling error.
In any event, it is apparent that duration is a very complex variable
and requires further exploration.
Although the study found no difference in the perceived classroom
climates of students trained under High- and Low-Racist conditions, pre-
vious research (Cayne, 1970; Walberg, 1968) using multiple predictors of
personality in a multivariate analysis, has reported a relationship bet-
ween teacher personality and classroom climate. While Cayne and Walberg
did not study intragroup attitudes, as a personality variable, further
exploration of the effects of teacher intragroup attitudes on climate,
using multiple predictors of intragroup racism might prove fruitful.
However, the results do suggest that students* perception of
classroom climate and the degree of racism present in the learning envi-
ronment are significant variables in achievement gain. In some instances
climate and racism act independently on achievement j whereas in others
they interact to produce rather unique findings. Significant
differences
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emerged in all dimensions of perceived climate with the exception of
Satisfaction. The greatest achievement gain was observed under con-
ditions of Low-Racism and high friction, high competition, high difficulty,
and low cohesiveness.
Pronounced differences emerged in the present study which con-
flict with previous research related to climate and learning (Walberg &
Ahlgren, 1970; Walberg & Anderson, 1968). It is well to note at the
outset, however, that major differences exist between the atypical sample
of the cited studies—Ss were white, middle-class, suburban students
with mean Henman-Nelson I.Q. of 124—and the present sample of Black,
lower-class Ss living in the inner-city’s ghetto. These differences
render comparative analyses difficult, if not unwarranted.
Walberg and Anderson (1968) have suggested that the students'
perception of a class as personally satisfying (Satisfaction), with per-
sonal intimacy among students (Cohesiveness) , and without hostilities
(Friction) tends to correlate with learning. Such was not the case in
the present study. Wliile there were no differences in Satisfaction
scores, students who perceived a high level of friction and little cohe-
siveness in their classrooms achieved the most. Perhaps, this type of
classroom is characteristic of certain environmental realities with which
these students have learned to cope, and therefore does not have a detri-
mental effect on their learning.
In further contrast, the results showed greatest achievement gain
among students who perceived their class as highly competitive. The
positive effect of competition on learning observed in this study
is
83
consistent with other studies of climate and learning using Black
student populations in inner-city schools (Cort, 1971; Eve, 1973). This
may suggest that a certain amount of competition is not only necessary,
but desireable in order to effect the learning of cognitive skills in
urban settings.
Another interesting discrepancy emerged between the findings of
this study and previous research (Walberg & Alhgren, 1970). Walberg and
Alhgren found a positive correlation between Difficulty, intelligence,
achievement and socio-economic status (SES)
,
and suggested that the
greater the fraction of students in a class, who are high in SES, apti-
tudes, and achievement, the more difficult the class appears. However,
the present study found a relationship between high difficulty and high
achievement gain among low SES students which may suggest an alternate
interpretation. Possibly, the perception that work is difficult, regard-
less of SES level, constitutes a positive factor—that teachers are suc-
cessful in making the work challenging, where the work seems difficult
but at the same time stimulates achievement motivation.
Of significance to this study are the two cases where inter-
active effects were observed between Racism and climate variables Dif-
ficulty and Cohesiveness. The results showed that the combined effects
of Low-Racism and high difficulty tend to produce the greatest achieve-
ment gain. The teacher who accepts herself and others of her ethnic
group, and is able to effect a challengiiig, intellectually stimulating
environment does tend to have the highest achieving classes.
8A
The results related to Racism and Cohesiveness are more difficult
to Interpret. The greatest achievement gain was attributable to the com-
bined effects of Low-Racism and low cohesiveness. However, under con-
ditions of Low-Racism and high cohesiveness, the lowest achievement gain
emerged. Furthermore, when High-Racism and high cohesiveness were pre-
sent, the result was high achievement gain. Previous research sheds
light on these confusing results. Anderson (1970) found that class
cohesiveness relates to learning criteria differentially depending upon
the norms of the cohesive class, and that cohesive classes sanction only
goal-directed behavior. Perhaps the High-Racist teacher, who has negative
intragroup attitudes toward her students, and whose interpersonal rela-
tions with students are characterized by authoritarian discipline, puri-
tanical outlook, and affective distance, can only relate to her students
through teacher-centered, task-oriented activities. It may be that the
establishment of class norms which sanction only goal-directed behavior
constitutes an effective modus operand! for the High-Racist teacher. On
the other hand, the Low-Racist teacher—who manifests good interpersonal
skills, a desire to nurture her students, and a democratic, laissez faire
attitude toward students, discipline, and teaching would appear to be
more effective when the class norms do not require rigid goal-directed
behavior. Possibly, the Low-Racist teacher’s capacity for student-
centeredness allows for the kind of individualization necessary in heter-
ogeneous student groupings, therefore accounting for the low
cohesivencss
in her classroom as a whole. More importantly, however,
this line of
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reasoning offers a plausible explanation for this study's finding that
the greatest achievement gain occurred under the combined effects of Low-
Racism and low cohesiveness. In any event, it would appear that cohe-
siveness is a very complex variable, and becomes even more complex when
combined with High- or Low-Racism. Further research is needed to explore
these dimensions.
The attempt to explore the personality correlates of High- and
Low-Racist produced some rather interesting profiles. These results
serve to elucidate the present study's findings of differential achieve-
ment with respect to magnitude and duration of racism as well as socio-
emotional climate of the classroom.
The High-Racist group, by definition, manifested a high degree
of negative intragroup attitudes. Consistent with the socio-psychological
theory of the mark of oppression (Kardiner & Ovesey, 1951) and the pro-
cess of intragroup attitude development in terms of the psychoanalytic
theory of identif Ication-with-the-aggressor (Bayton, 1965; Sarnoff, 1951;
Steckler, 1957), this would suggest that the High-Racist teachers have
incorporated the negative attitudes held by the white society toward
Blacks. The results further suggest that the High-Racist teachers, who
also reported strong authoritarian tendencies, not only accepted the
anti-Black stereotypes but also evidenced a strong trend toward agree-
ment with the anti-white statements. This somewhat contradictory ideo-
logical position may suggest that while this group identified with middle-
class values, they are at the same time critical of white people. Similar
findings are reported by Steckler (1957), and by Grossack (1957) who
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suggests that Blacks who score high on the F Scale not only exhibit prej-
udice toward other groups but are also more anti-Black. They are more
likely to defend segregation, dislike the NAACP, and display more ethno-
centric group pride while being more susceptible to self-hatred and own
group-hatred (Grossack, 1957). This study's finding would tend to con-
tradict Bayton's (1965) hypothesis that there are two directions of
influence in the identif icatlon-with-the-aggressor theory—a tendency to
idealize the aggressor as well as to incorporate his negative views
toward the minority group. Although the High-Racist group did manifest
negative attitudes toward their own group they tended to be critical of
the aggressor.
The High-Racist group also reported a greater need for Deference
and Achievement. This would not be unexpected in view of their high F
Scale score suggesting an authoritarian, anti-democratic ideology. These
particular personality characteristics are consistent with the signif-
icantly low MTAI score obtained by this group. ^ When this profile is
translated into classroom behavior,^ one would expect to find evidence
confirming undesireable teacher-student relations, characterized by the
^The present study found a negative correlation significant beyond
the .01 level of confidence between the MTAI and the AB Scale (-.49) and
the F Scale (-.62). Piers (1955) also found a negative correlation (-.38)
between the MTAI and F Scale.
^McGee (1955) has reported a positive relationship between a
measure of anti-democratic potential and a measure of teachers' overt
authoritarian behavior in the classroom.
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following attitudes on the part of the teacher:
1. Authoritarian discipline.—characterized by (a) rigid adher-
I
ence to conventional, middle-class standards, where there is a tendency
to exercise vigilance and to condemn, reject, and punish anyone who
violates conventional rules. This might explain the high level of cohe-
siveness and goal direction in High-Racist classes.; (b) submissive,
uncritical attitudes toward authorities, and a dominating, overbearing
attitude toward subordinates; (c) a tendency to believe the teacher is
unquestionably in the right and to oppose the unusual, the different,
the imaginative, the creative and the innovative. These may represent
critical problem areas with implications for the training and retraining
of teachers
.
2. Puritanical outlook.—characterized by a belief that most
children are disobedient, unappreciative, untrustworthy, and are given
too much freedom, especially related to heterosexual intermingling.
•3. Affective distance.—characterized by a lack of interest in
students’ personal problems, a "hard-boiled" posture, negative attitudes
toward children in general and toward Black children in particular.
In contrast, the Low-Racist teacher presents the general config-
uration of an individual who rejects the negative stereotypes of Blacks
and does not manifest prejudice toward other groups, although there is
some evidence of a trend toward agreement with the anti-white stereotypes.
The Low-Racist group is further differentiated by its higher scores
on
the Heterosexuality and Nurturance Scales. Perhaps 'the desire
to care
for others and the ability to form close interpersonal
relations are
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Important elements in the teaching-learning process. The high MTAI score
obtained hy this group is indicative of more liberal or democratic atti-
tudes toward students, discipline, and other interactive aspects of
classroom interpersonal relations. In the classroom of this kind of
teacher, one would expect to find harmonious interpersonal relations with
students characterized by:
1. Laissez faire attitude.
—
(a) an atmosphere of permissive
freedom to think, act, and speak; (b) a belief that most students are
resourceful when left on their own and should be allowed more freedom in
their execution of learning activities; (c) that children can be trusted;
(d) that there is too much emphasis on "keeping of order" in the class-
room; and (e) a sense of proportion involving humor, justice, and honesty.
2. Affective closeness.—characterized by mutual affection and
sympathetic understanding, a sincere interest in the students' personal
problems, a desire to care for others, and an open attitude regarding
relations between the sexes.
It should be noted, however, that the personality profiles of
the High-Racist and Low-Racist teacher groupings were based upon descrip-
tive analyses using the mean scores. No tests of significance were com-
puted. Therefore, the results are tentative and require further
exploration.
The study also explored the feasibility of there being different
dimensions of racism—intergroup , intragroup and a generalized form-
characterized by different personality configurations. The results
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showed that intercorrelations of the AB, AW, and F Scales were positive
and, for the most part, of moderate degree. Intercorrelations of the
three scales with twenty-four personality variables were not particularly
fruitful, in that different patterns did not emerge for the three dimen-
sions of racism. However, the AB Scale did correlate with the MTAI and
Nurturance; the AW Scale correlated with Nurturance; and the F Scale
correlated with Grade Level, MTAI, Achievement, Autonomy, Affiliation,
Nurturance and the climate variable. Friction. The only common variance
among all three measures of racism was observed for Nurturance.
Although the overall significance of the results is greater than
what would have been expected by chance, the findings must be viewed with
caution due to the rather explicit limitations of the study. The small
;
sample of teachers representing the treatment variable—racism—con-
stitutes a major limitation regarding the extent to which these findings
may be generalized. With only six teachers constituting the High-Racist
condition and six teachers representing the Low-Racist condition, it is
feasible that one teacher, with extremely high or extremely low achieve-
ment gain among her students, may have influenced the overall difference
observed between the two groups. For example, the teacher with the
highest mean achievement gain in her class, found in the Low-Racist
group, had a mean gain score of 50 points, in contrast to the second
highest mean gain of 39 points found in the High-Racist group. In
effect, one teacher with extreme achievement gain scores may have skewed
the overall mean representing one of the treatment conditions, thus
creating a difference between High- and Low-Racist conditions which is
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representativs
. In addition, the use of a single predictor-
criterion measure of intragroup racism may not have been a sufficient
index for categorizing teachers into High- and Low-Racist groupings. It
may be that the presence of certain unknown variables in the teacher
sample account for the observed differences in achievement. A further
limitation is observed with respect to, the discrepant sample size of
elementary versus junior high Ss. In view of this disparity, the
achievement gain differences relative to duration may have been a
function of sampling error. Attention is also called to the observed
differences related to climate and racism. In some cases, discrepant
sample sizes associated with these conditions may have caused the results
that emerged. Finally, the use of purely descriptive analyses in con-
structing the High- and Low-Racist personality profiles suggest that
these findings be viewed in a tentative sense. Nonetheless, the overall
results of the present research are encouraging in terms of suggesting
the need for more rigorous experimentation in this area.
Notwithstanding the exploratory nature of the present research,
there may be substantial implications from the relationships found here
if replicated. Despite the noted limitations, it was possible to deter-
mine (1) that achievement gain is related to conditions of varying mag-
nitude and duration of racism; (2) that achievement gain is related to
students' perception of the socio-emotional classroom climate; and (3)
that, in some instances, the magnitude of teacher racism and students
perceptions of class climate interact to produce joint effects on achieve
ment
.
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Subsequent work on teachers' intragroup racism is needed, however,
to determine the exact nature of the magnitude and duration variables and
their, precise relationship to students' achievement, attitudes, and
behavior, as well as the socio-emotional climate of the class. As a
result of this research, several new hypotheses and approaches seem to
be suggested. Replications should involve a larger sample of teachers,
selected on the basis of two-three instruments measuring intragroup
attitudes. In addition to investigating the effects of intragroup racism
on student achievement, it would be of interest to determine whether
differences emerge relative to students intragroup and/or intergroup
attitudes, and their self-concept. Further, if this line of research is
to have implications for pre-service and in-service teacher training, it
is essential to identify the personality correlates of intragroup racism
and to ascertain how these traits manifest themselves in overt classroom
behavior. An approach that combines students' perceptions and observer
ratings based on repeated time sampling techniques might prove fruitful,
not only in terms of assessing teacher behavior but also with respect to
measuring classroom climate. Indeed, these and many other questions
regarding the nature, genesis, and effects of intragroup racism must be
answered before specific predictions about the conditions of attitude
change may be formulated and tested in more precise terms. Obviously,
this line of research has strong implications for pre-service and in-
service teacher training models designed to ameliorate the problem of
Intragroup racism.
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Summary
Recent studies have found a relationship between various teacher
characteristics and student learning, and suggest that teacher prejudice
is a significant variable effecting learning. However, there is a paucity
of empirical data on the effects of teachers' intergroup attitudes on the
socio-emotional learning environment and achievement of students. Even
fewer studies have addressed the intragroup attitudes of minority group
teachers and their effects on minority group students. This omission
becomes serious in view of psychological and sociological theories of
the effects of discrimination on minority group members. These theories
support the proposition that discrimination often causes minority group
members to suffer some deterioration of personality, resulting in self-
hatred and o\yn group-hatred. This study was undertaken to explore
minority group teachers' intragroup attitudes and the learning environ-
ment and achievement of minority group students. A secondary aim was to
explore the personality configurations of those teachers manifesting
strong positive and strong negative intragroup attitudes.
The intragroup attitudes of twenty-six Black, female, elementary
and junior high teachers in the Model Neighborhood schools of the Dis-
trict of Columbia were measured using the Steckler Anti-Black Scale.
On the basis of their scores falling below the 33%ile and above the 67/^ile,
twelve teachers were assigned to Low-Racist and High-Racist groupings,
respectively. To determine whether there was a difference in the academic
achievement and perceived learning environment of Black students
trained
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under conditions of varying magnitude and duration of racism, 290 Black
fourth-seventh grade students in the classrooms of High- and Low-Racist
1
teachers were administered pre-post Prescriptive Reading Tests and the
My Class Inventory which is a measure of socio-emotional classroom
climate. Achievement gain scores and student perceptions of five dimen-
sions of classroom climate were analyzed using t tests of significance
and 2X2 mixed model analysis of variance designs. To explore the per-
sonality correlates of racism scores of the original twenty-six teacher
Ss on three measures of racism and twenty-four measures of teacher char-
acteristics were analyzed using correlational techniques. The measures
were the Steckler Anti-Black and Anti-White Scales; F Scale; Age; Years
Teaching Experience; Grade Level; Minnesota Teacher Attitude Inventory;
fifteen Edwards Personal Preference Schedule Scales; and five My Class-
room Inventory Scales. A profile of the personality characteristics of
High- and Lov/-Racist teachers was constructed using mean scores on the
twenty-seven measures
.
The study's major findings revealed significant differences suf-
ficient to reject three of the five null hypotheses. The results demon-
strated that achievement gain is related to the magnitude and duration
of racism. Students achieved differentially under conditions of varying
magnitude and duration of racism with the greatest achievement gains
being associated with Low-Racism and periods of long exposure.
Signif-
icant differences in students' perception of classroom climates
relati\;e
to High- and Low-Racist conditions did not emerge, however,
students
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perception of classroom climate and the degree of racism present in the
learning environment are related to achievement gain. The greatest
achievement gain was observed under conditions of Low-Racism and high
friction, high competition, high difficulty, and low cohesiveness.
Analysis of the personality correlates of High- and Low-Racist
teachers revealed the following profiles: (1) High-Racist teachers mani-
fested strong negative intragroup attitudes which suggest a proclivity
toward identif ication-with-the-aggressor
,
but not to the extent of ideal-
ization. Evidence of authoritarian tendencies were observed, accompanied
by undesireable attitudes regarding teacher-student relations, such as
authoritarian discipline, puritanical outlook, and affective distance.
(2) In contrast, the Low-Racist teacher rejected the negative stereotypes
of Blacks, and did not manifest prejudice toward other ethnic groups,
although there was a tendency to be critical of white people. Evidence
of harmonious relations with students was present as reflected in laissez
faire attitudes toward students and discipline, as well as a propensity
toward affective closeness in interpersonal relations.
Conclusions
The findings supported the theoretical assumptions regarding the
effects of racial discrimination on minority group members. Conclusions
to be drawn from this study are:
1. Black teachers who manifest strong negative intragroup
atti-
tudes tend to have a detrimental effect on Black student
achievement.
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2, Prejudice as a personality variable tends to correlate with
the attitudes teachers hold toward students, discipline, and other Inter-
active aspects of classroom Interpersonal climate.
3, Achievement gain is related to the socio-emotional climate
of the classroom as perceived by students.
4, In some Instances, teacher intragroup racism and students*
perception of classroom climate interact to produce joint effects on
achievement
.
APPENDIX A'
ATTITUDE INVENTORY*
California F Scale: Items
Steckler Anti-Black Scale: Items
Steckler Anti-White Scale: Items
1-30
31-46
47-64
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name
: SCHOOL
DO NOT OPEN UNTIL TOLD TO ^ ^
ATTITUDE INVENTORY
DIRECTIONS: This Inventory consists of a number of statements designed
to sample opinions about teacher-pupil relations and per-
sonal attitudes. There are no right or wrong answers.
What is wanted is your own individual feeling about the
statements. Read each statement and decide how YOU feel
about it. Then mark your answer on the space provided.
If you STRONGLY AGREE, place an "X" under "SA".
If you MODERATELY AGREE, place an "X" under "MA".
If you AGREE, place an "X" under "A".
If you are UNDECIDED, place an "X" under ''U”.
If you DISAGREE, place an "X" under "D".
If you MODERATELY DISAGREE, place an ”X" under "MD".
If you STRONGLY DISAGREE, place an "X" under "SD".
SA ma] A u D MD SD
X
X
X
X
X
X
X
PLEASE RESPOND TO EVERY ITEM
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KEY:
1 .
2 .
3.
A.
5.
6 .
-7
/ •
8 .
9.
10 .
SA - Strongly Agree D - Disagree
MA - Moderagely Agree U - Undecided MD - Moderately Disagree
A - Agree SD _ Strongly Disagree
Obedience and respect for authority are
the most important virtues children
should learn.
No weakness or difficulty can hold us
back if we have enough will power.
Science has its place, but there are many
important things that can never possibly
be understood by the human mind.
Human nature being what it is, there will
always be war and conflict.
Every person should have complete faith
in some supernatural power whose decisions
he obeys v^7ithout question.
When a person has a problem or worry, it
is best for him not to think about it,
but to keep busy with most cheerful
things
.
A person who has bad manners, habits, and
breeding can hardly expect to get along
with decent people.
What the youth needs most is strict dis-
cipline, rugged determination, and the
will to work and fight for family and
country
.
Some people are born with an urge to jump
from high places.
Nowadays when so many different kinds of
people move around and mix together so
much, a person has to protect himself
especially carefully against catching an
infection or disease from them.
SA MA MD
I SD
11. An insult to our honor should always be
punished.
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KEY:
12 .
13 .
14 .
15 .
16 .
17 .
18 .
19 .
20 .
21 .
22 .
SA - Strongly Agree
MA - Moderately Agree
A - Agree
D - Disagree
U - Undecided MD - Moderately Disagree
SD - Strongly Disagree
Young people sometimes get rebellious
ideas, but as they grow up they ought to
get over them and settle down.
It is best to use some pre-war
authorities in Germany to keep order and
prevent chaos
.
What this country needs most, more than
laws and political programs, is a few
courageous, tireless, devoted leaders
in whom the people can put their faith.
Sex crimes
,
such as rape and attacks on
children, deserve more than mere impris-
onment; such criminals ought to be
publicly whipped, or worse.
People can be divided into two distinct
classes: the weak and the strong.
There is hardly anything lower than a
person who does not feel a great love,
gratitude, and respect for his parents.
Some day it will probably be shown that
astrology ."'’^la?'^ a lot things.
America is gettint^
American
necessar^ •
- upo true
'orce may be
SA MA D MD SD
lays more and more people are prying
frto matters that should remain personal
and private.
Wars and social troubles may someday be
ended by an earthquake or flood that will
destroy the whole world.
Most of our social problems would be
solved if we could somehow get rid of the
immoral, crooked, and feebleminded people.
100
KEY; SA - Strongly Agree D - Disagree
MA - Moderately Agree U - Undecided MD - Moderately Disagree
A - Agree SD - Strongly Disagree
23. The wild sex life of the old Greeks and
Romans was tame compared to some of the
goings-on in this country, even in places
where people might least expect it.
24. If people would talk less and work more,
everybody would be better off.
25. Most people don't realize how much our
lives are controlled by plots hatched
in secret places.
26. Homosexuals are hardly better than crim-
inals and ought to be severely punished.
27. The business man and the manufacturer
are much more important to society than
the artist and the professor.
28. No sane, normal, decent person could
ever think of hurting a close friend or
relative.
29. Familiarity breeds contempt.
30. Nobody ever learned anything really
important except through suffering.
31. A large part of the problems facing
Blacks today are caused by Blacks
themselves
.
32. I would rather not marry a person who
has very kinky hair, wide nostrils, and
thick lips
33. The lower-class Black is to blame for a
lot of anti-Black prejudice.
34. Whites and Blacks can get along on jobs
until too many Blacks try to push them-
selves in.
SA MA A U D 'ffi 1 SD
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D - Disagree
MA - Moderately Agree U - Undecided MD - Moderately Disagree
Agree gp _ strongly Disagree
35. One big reason why racial prejudice is
still so strong is that Blacks offend
people by being so sensitive about
racial matters.
I
36. One important reason why Blacks are dis-
criminated against in housing is that
they don't keep up the property.
37. One reason why racial prejudice still
exists today is the fact that many
Blacks are dirty, loud, and generally
offensive in their ways.
38. One trouble with Blacks is that they are
even more jealous of each other's
success than are whites.
39.
Too many Blacks have abused che
privilege of attending baseball games by
being rowdy, noisy, and cheering only for
the Black ballplayers.
AO. Segregation and jimcrow will never end
unless the average Black person becomes
better educated and better mannered.
Al. Black people can hardly be expected to
gain social equality until many more of
them exert some effort to better them-
selves and live more decently.
A2. With all of the drinking, cutting, and
other immoral acts of some Blacks, white
people are almost justified for being
prejudiced
.
A3. Too many Blacks, when they get a little
money, spend it all on v^hiskey, flashy
cars, or expensive clothes
.
SA MA A U D SD
1
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KEY; SA - Strongly Agree D - Disagree
MA - Moderately Agree U - Undecided MD - Moderately Disagree
A - Agree SD - Strongly Disagree
44. One is almost ashamed to be a Black when
he sees so many of them who look and act
like cotton pickers fresh from the fields.
45. A great many Blacks become officious,
overbearing, and disagreeable when given
positions of responsibility and authority.
46. Blacks v/ould solve many of their social
problems if so many of them were not
irresponsible, lazy, and ignorant.
47. There is nothing lower than white trash.
48. VJhite people may be all right, but they
carry it too far when they try to butt
into Black’s affairs and go around with
Black women.
49. The whites have shown by their actions
that they are naturally immoral,
vicious, and untrustworthy.
50. No matter how nicely they treat a Black
person, white people don’t really mean it.
51. It is usually a mistake to trust a white
person.
52. Any Black who marries a white is a
traitor to his people.
53. There may be a few exceptions, but
white musicians and athletes are
definitely inferior to Black musicians
and athletes.
54. White people are only friendly to Blacks
when they want something out of them.
SA MA A U D MD SD
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KEY : SA - Strongly Agree
MA - Moderately Agree U - Undecided
A - Agree
D - Disagree
MD - Moderately Disagree
SD - Strongly Disagree
55 .
56 .
57 .
58 .
59 .
60 .
61 .
62 .
63 .
64.
Blacks can expect no real help from white
people in the fight against racial dis-
crimination.
Most white people are always looking for
ways to cheat and steal from the Black
people
.
The Black race has been pushed around
long enough; it's about time that the
whites were made to get out of the Black
communities
.
If there is a Heaven, it is hard to
imagine that there are many whites up
there
.
Although the white man now rules the
world, it will be a happy day when the
tables are turned and the Black people
become the rulers.
The world might be a better place if
there were fewer white people.
When the Bible says, "The bottom shall
rise to the top," it gives hope that the
Black people will someday give the orders
in this country instead of whites.
It may be wrong to damn all whites, but
it's plain that whites have all the
money and power
,
and that they look down
on anyone who is Black.
There are many white people who are not
prejudiced and who sincerely believe
that Blacks are equals
.
When it comes to such things as sports,
dancing, music, and making love, the
white man is not as talented as the
Black.
SA MA A U D IMD SD
APPENDIX B
MY CLASS INVENTORY
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I
\
MY CLASS INVENTORY
NAME
: ;;
AGE
:
^SEX
:
SCHOOL
:
GRADE:
TEACHER
:
DATE
:
Have you been in this class since
September, 1972? Yes No
I came to this class in the month of
106
DIRECTIONS
This is not a test. There are no right or wrong answers. The questions
inside are to find out what your class is like. Please answer all the
questions
.
Each sentence is meant to describe your class
.
I am going to read each
sentence out loud and I want you to read silently along with me. If you
agree with the sentence circle yes . If you don't agree with the sentence,
circle no.
EXAMPLE
Circle
Your
Answer
1. Most children in the class are good
friends
.
yes no
If you think that most children in the class are good
friends, circle the yes like this:
1. Most children in the class are good
friends
.
no
If you do not think that most children in the class are
good friends, circle the like this:
1. Most children in the class are good
friends
.
yes
Circle Your
Answer
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1. The pupils enjoy their schoolwork in my class. Yes No
2. Children are always fighting with each other. Yes No
3. The same people always do the best work in our
class
.
Yes No
A. In our class the work is hard to do. Yes No
5. My best friends are in my class. Yes No
6. Some of the children in our class are mean. Yes No
7. Most pupils are pleased with the class. Yes No
8.
•\
Children often race to see who can finish first. Yes No
9. Many children in the class play together after
school
,
Yes No
10. Most children can do their schoolwork without help. Yes No
11. Some pupils don't like the class. Yes No
12. Most children want their work to be better than
their friend's work. Yes No
13. Many children in our class like to fight. Yes No
lA. Only the smart people can do the work in our class
.
Yes No
15. In my class everybody is my friend. Yes No
16. Most of the children in my class enjoy school. Yes No
17. Some pupils don't like other pupils. Yes No
18. Some pupils feel bad when they do not do as well
as the others. Yes No
19. In my class I like to work with others. Yes No
20. In our class all the pupils know how to do their
schoolwork
.
Yes No
Circle Your
Answer
108
21. Most children say the class is fun. Yes No
22. Some people in my class are not my friends. Yes No
23. Children have secrets with other children in
the class. Yes No
24. Children often find their work hard. Yes No
25. Most children don't care who finishes first. Yes No
26. Some children don't like other children. Yes No
27. Some pupils are not happy in class. Yes No
28. All of the children know each other well. Yes No
29. Only the smart pupils can do their work. Yes No
30. Some pupils always try to do their work better
than the others
.
Yes No
31. Children seem to like the class. Yes No
32. Certain pupils always want to have their own way. Yes No
33. All pupils in my class are close friends. Yes No
34. Many pupils in our class say that school is easy. Yes No
35. In our class some pupils always want to do best. Yes No
36. Some of the pupils don't like the class. Yes No
37. Children in our class fight a lot. Yes No
38. All of the pupils in my class like one another. Yes No
39. Some pupils always do better cnan the rest
the class. Yes
No
Z.0 . -..ooxwork is hard to <Jo. Yes No
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Circle Your
Answer
Al. Certain pupils don't like what other pupils do. Yes No
42. A few children in my class want to be first all
of the time. Yes No
43. The class is fun. Yes No
44. Most of the pupils in my class know how to do
their work. Yes No
45. Children in our class like each other as friends. Yes No
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